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ABSTRACT
BEHAVIORS AND ATTITUDES OF TEACHERS
AND PRINCIPALS CONCERNING EFFECTIVE SUPERVISION
MAY 1995
FRANCISCO R. ANELLO, B.A., CALIFORNIA STATE
UNIVERSITY CHICO
ED . D
. ,
UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor George E. Urch
The purpose of this investigation was to look at
the behaviors and attitudes of teachers and principals in
elementary public schools in Springfield, Massachusetts
and to determine the freguency of their perceptions with
which each behavior and attitude occurred.
This study was guided by the following guestions:
1. What do experts in the field identify as
behaviors and attitudes which are necessary for an
effective supervisory cycle?
2. What have been the historical (1600s to present)
supervisory practices in the schools in the United
States?
3. How does clinical supervision as a model,
provide for the differences in teachers' and
principals' behaviors and attitudes?
4. What significance will this study have on
teachers and supervisors (principals and
assistant principals) in the area studied?
Vll
The instrument used in this study was replicated
from one used by Gwinn Chunn (1985) conducted in one
hundred school districts in Mississippi. Twelve behav-
iors and attiudes of supervisors and twelve behaviors and
attitudes of teachers were identified. These behaviors
and attitudes were identified as existing in an effective
supervisory cycle. These behaviors and attitudes were
compiled into a questionnaire which was given to the
principal and a randomly selected teacher at each of the
27 elementary schools in Springfield, Massachusetts. The
chi-square test for independent samples was used to
determine if the responses of the two independent groups
were significantly different at the .05 level of
probability
.
Overall, the principals in this study indicated a
perception that the teacher is not an integrated part of
the supervisory cycle. Principals also perceived that
they were supervising well in their schools. In this
school district the principals felt that each behavior or
attitude pertaining to the principal was very critical
and occurred frequently in their schools, but when
responding to behaviors and attitudes pertaining to
teachers the responses indicated that they were not as
critical and did not occur as frequent in their schools.
vm
The teachers indicated that they wanted to be a more
active participant in the supervision process but they
also indicated that they were satisfied with the
supervision given and were satisfied with their
supervisor. Overall, the teachers indicated that the
behaviors and attitudes pertaining to the principal were
not as critical as those of the teacher and that they did
not occur as frequently in their schools.
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CHAPTER 1
INTRODUCTION
The principal in most schools is the essential
person in determining the effectiveness of the school.
Mullins (1988) said that few authors have ever seriously
questioned that assumption (Mullins, 1988). it is the
principal's role as a supervisor that helps to build
effective supervision.
Supervision is determined by how each supervisor
perceives the process and the person being supervised.
John Gardner (1961) wrote that the
perceptions of the supervisor toward people,
organizations, and his or her own role will
determine whether or not new trends and tools will
influence the fertile soil necessary for talent to
grow and flourish... We shall have only the kinds
of talent we nourish, only the kinds of talent we
want and expect (Gardner, 1961, p. 585).
Supporting this are authors, (Vickers, 1989;
Hemphill, 1965), who have stated that it is the
principal's perception of his behavior that will
determine the behavior of the group members. Vickers
(1989) said that the
effectiveness of school principals depends in large
measure upon how they are perceived by their
immediate staff (Vickers, 1989, p. 1).
2Gorton (1988) has concurred that each staff member's
perceptions of supervisory behavior could be the basis
for accepting or rejecting a principal's leadership.
Unruh and Turner (1970) also have stated that teachers'
perceptions of the principal determine how well they will
respond to his supervision.
In the real world of education, supervisors and
teachers are human beings and therefore, according to
Koehn and Goens (1977), the perceptions of supervisors
and teachers toward their school and of their own role
will vary considerably. The nature of the supervisory
program is dependent upon these perceptions (Koehn and
Goens, 1977, p.585).
According to Clay (1988) and others (Alfonso, Firth &
Neville, 1981; Blumberg, 1987; Bowman, 1978) not only the
perceptions of supervisors and teachers are important,
but also their attitudes play an important role in the
professional successes they achieve in their work.
Many authors (Johnston and Holt, 1983; Squires and
Huitt, 1981) view teacher supervision as a process that
is an emotional, controversial and disruptive task, and
the most difficult activity to master, both for the
supervisor and the supervisee. Goens and Lange (1976)
reported that in the past,
3^
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Today supervision is more comprehensive and complex. The
supervisor and teacher must work together to improve the
quality of instruction in the teacher's classroom (Goens
and Lange, 197 6 ) .
The type of supervision to which a teacher is
subjected may become a problem for the teacher. Some
supervisors come into a classroom and attempt to
supervise and evaluate a teacher without much knowledge
of the situation within the specific classroom (Brodbelt,
1979). Because of this, any conference which may
subseguently take place with the teacher is likely to be
ineffective. During this conference the supervisor may
criticize events which occurred during the observational
visit, while failing to offer suggestions for
improvement. Conversely, the supervisor may offer only
positive comments about the events which occurred during
the observational visit and may fail to allow the teacher
to express any comments or ask any questions relating to
the teacher's performance in the classroom (Brodbelt,
1979) .
Lewis and Miel (1972) reported that the supervisor's
behavior associated with visits to the classroom and
4supervisory conferences had an impact on the teacher's
attitude toward supervision. These authors stated that
practices they (teachers) considered unhelpful orhindering reflect their negative feelings about
. . . the unfortunate behavior of certain
supervisors as they observed and conferred withteachers (Lewis and Miel, 1972, p. 213).
According to McGreal (1983), it is the attitude of
the teacher toward evaluation that determines the
effectiveness of a supervision/evaluation process.
Sistrunk (1989) said that the principal must also know
his own perceptions.
The principal as a supervisor of instruction
must clearly understand his role as a supervisor and
evaluate his supervisory behavior (Sistrunk, 1989,
P • 2 ) .
Squires and Huitt (1981) stated that the major
outcome for both the supervisor and supervisee is an
increased competence in performing their professional
roles (Squires and Huitt, 1981, p. 5).
According to Chunn (1985) supervision of teachers in
the public schools today is becoming vital. As a result
of mandated accountability in many states, systematic
supervisory procedures have become necessary in order to
assure that teachers received competent assistance in
improving the quality of their performance. An earlier
author (Getzels, 1968) wrote that the perceptions of the
5principal and the teacher must overlap in order to bring
about satisfaction with work accomplishment. He felt
that the greater the agreement between teacher and
principal perceptions, the more favorable the attitude
toward work.
In reviewing the literature one can find an abundant
amount of information regarding the methods and processes
of teacher supervision. There also is much written on
the roles of the supervisor and supervisee in a
supervisory cycle. On the other hand, less has been
written on the behaviors and attitudes of principals and
teachers that make the supervisory cycle effective,
beneficial, and non-threatening for the principal and
teacher. If supervision is to be a tool for improving
instruction, the supervisory process must be an
instructional situation comprised of mutual respect and
an exchange of ideas between the two participants (Adams
and Dickey, 1953).
Purpose of the Study
The purpose of this study is to look at the
behaviors and attitudes of teachers and principals toward
the supervisory process in Springfield, Massachusetts
elementary public schools; and to determine the frequency
6of their perceptions toward effective supervision with
which each behavior and attitude occurs.
When looking at the process of supervision,
Sergiovanni and Starratt (1971) stated that that there
are many attitudes of teachers that range from hostility
to enthusiasm. Goldhammer (1980) supported Sergionvanni
and Starratt by noting that teachers expect the
supervision process to be punitive. He also wrote that
because of these attitudes teachers have learned to stage
appropriate behaviors and perform so as to anticipate
what the supervisor wants to see in a class lesson. In
order for a supervisory cycle to be an effective
experience for the supervisor and the supervisee, there
are behaviors and attitudes of teachers and supervisors
that should be present in the cycle (Franseth, 1961).
Supervision of teachers is a controversial issue.
There is a reluctance on the part of some teachers to
accept supervision of their teaching by a principal or
the person designated to perform the supervisory
function. Many teachers consider the supervisory process
a waste of time (Blumberg, 1974). Supervisors, in turn,
consider teachers to be uncooperative participants in the
supervisory process. As opposed to the view of teachers,
supervisors view the supervisory process as crucial and a
positive use of time (Blumberg, 1974).
7Brodbelt (1979) said that teacher attitudes result
in more effective supervison as do the behaviors of the
supervisor. He continued by stating that the key to a
successful supervisory relationship is human relations.
Many authors ( Schonberger
, 1982; Unruh and Turner, 1970;
Squires, 1978; Ayer, 1954; Adams and Dickey, 1953 ) have
repeatedly expressed the same thoughts and findings that
the supervisor and teacher should work together equally,
but also that the process should allow each personality
to emerge and become as one to best define the objectives
of instruction and to determine the evaluation measures
which will be applied (Lucio and McNeil, 1969).
In order to adequately ascertain the perceptions of
teachers and principals relative to effective supervision
as an expression of the behaviors and attitudes of each
group; this study will be guided by the following
questions:
1.
What do experts in the field identify as
behaviors and attitudes which are necessary for an
effective supervisory cycle?
2.
What have been the historical (1600s to present)
supervisory practices in the schools in the United
States?
3.
How does clinical supervision as a model,
provide for the differences in teachers' and
principals' behaviors and attitudes?
84. What significance will this study have on
D?inH^l^d ' SU^rV1SOrS (principals and assistantprincipals) in the area studied?
Methodology
The instrument used in this study is a replication
of one used by Gwinn Chunn (1985) conducted in one
hundred school districts in Mississippi. in her review
of the literature, twelve behaviors and attitudes of
supervisors and twelve behaviors and attitudes of
teachers were identified. These behaviors and attitudes
were identified as existing in an effective supervisory
cycle. These behaviors and attitudes are compiled into a
questionnaire which was given to the principal and a
randomly selected teacher of each of the 27 elementary
schools in Springfield, Massachusetts.
Each person responding to the questionnaire was
asked to indicate, on a scale of one to three, the degree
to which he/she believed each behavior or attitude to be
important in effective supervision. Each person
responding to questionaire was asked to indicate, on a
scale of one to three, the frequency with which each
behavior or attitude was present in his/her school.
Gwinn Chunn (1985) used the chi-square test for
independent samples to determine if the responses of the
9two independent groups (teachers and principals) were
significantly different at the .05 level of probability.
In order to answer the questions (1) is there a
significant difference in how the two groups perceive the
importance of each behavior or attitude? and (2) Is there
a significant difference in how the two groups perceive
the existence of each behavior or attitude in their
schools?; the following null hypotheses will be tested:
1 . There is no significant difference between the
perceptions of the teachers and principals concerning the
importance of each behavior or attitude in an effective
supervisory cycle.
2. There is no significant difference between the
perceptions of the teachers and principals concerning the
frequency of each behavior or attitude in the supervisory
cycle in their schools.
The review of the literature will be based on the
study of the history of supervision, since the 1600s, and
will provide a view of the changes supervision undertook
to the present time. The second part of the literature
will consist of a collection of other authors' knowledge
and studies of behaviors and attitudes of teachers and
superviors within an effective supervisory cycle. The
third part will explain the supervisory cycle of
"Clinical Supervision" which has been used superfi-
cially and in parts by principals.
10
The following questions were used to guide the areas
to be included in the questionnaire that will be used in
this study:
1. To what degree do teachers consider eachbehavior or attitude important?
2. To what degree do principals consider eachbehavior or attitude important?
* According to the teachers, with what frequencydoes each behavior or attitude exist in their
schools?
4.
According to the principals, with what frequency
does each behavior or attitude exist in their
schools?
5.
Is there a significant difference in how the two
groups perceive the importance of each behavior or
attitude?
6.
Is there a significant difference in how the two
groups perceive the existence of each behavior or
attitude in their school?
Delimitations
The survey will be given only to principals and
teachers in the Springfield Public elementary schools.
The Data collected will be dependent upon the willingness
of the teachers and principals to share their perceptions
and beliefs at the time of the survey. The survey
instrument's validity will be dependent upon the accuracy
with which each statement on the survey will be
11
interpreted. The validity and reliability of the survey
instrument will be limited by the honesty with which
those surveyed respond.
Definition of Terms
Supervisor : The person in the school who has the
formal authority and the major
responsibility for assisting and
evaluating the classroom behavior of
the teacher. (Squires and Huitt, p.
233) In Springfield, Massachusetts
the principal and assistant principal
usually perform the supervisory
functions in the school; therefore,
for the purpose of this study, the
terms supervisor, principal and
assistant principal will be used
interchangeably
.
Supervision : The phase of school administration
that focuses on the improvement of
instruction through interactions
between the supervisor and the
classroom teacher (Eye and Krey,
1971, p. 30).
12
Supervisory cycle ; The formal interactions between
the teacher and the supervisor in
planning, executing, and evaluating
an observation by the supervisor of
the teacher's classroom performance
(Cogan, 1973, p. 118).
Significance of the Study
Springfield, Massachusetts is presently undergoing
many changes in grade structure and integration and
implementation of new educational programs in the
elementary schools. The present system of supervision in
Springfield will be needing a study to help supervisors
and teachers analyze how students can best receive the
most of what teachers can offer.
Studying the data and analyzing the teachers' and
principals' perceptions of the behaviors and attitudes
could provide important information to supervisors.
Identifying those behaviors and attitudes which are most
important to both groups could become part of the
supervisory cycle. The study also would identify
differences to determine whether the behavior or attitude
is worth incorporating in the supervisory cycle. The two
groups can use the results of this study to develop their
own supervisory styles.
CHAPTER 2
REVIEW OF THE LITERATURE
1750- 1910
1910-1930
1930-1965
1965-1980
1980-present
Inspection and enforcement
Scientific supervision
Cooperative supervision
Clinical (instructional)
supervision
Supervision as management
History of Supervision
According to Spears (1955) supervision has undergone
many changes
. It can be compared to running a race in
which the supervisory baton is passed on through the
years from layman of colonial times to superintendent,
principal, and special supervisor. Spears (1955) stated:
How the current runner handles his supervisory
stint is dependent to a degree upon the concept that
his forerunners brought down from the past; i.e.,
upon how they covered the ground. How one
understands present supervisory efforts is dependent
upon a knowledge of those that were made in the
earlier periods of American education.
This section of the chapter is not concerned with
the history of American education, but rather how
supervision was understood in the early colonist's strict
control of his town school, and how it is connected to
the current search for a democratic program of
supervision
.
Inspection and Enforcement
During most of the eighteenth and nineteenth
centuries, supervision was a form of inspection.
14
Schools in early America appointed boards of laypersons
or citizens to oversee operations. These laypersons were
m charge of reviewing the school facilities, equipment,
and the progress of the students (Wiles and Bondi, 1980).
According to Dull (1981) supervision
placed an emphasis on the inspection of schools and
classrooms, which was carried out for the sake of
control. Emphasis was concentrated on such matters
as appraising the general achievement of pupils in
subject matter, evaluating the methods used by
teachers, observing the general management of the
school and the conduct of pupils, ascertaining
whether the amount and character of instruction in
the principles and doctrines of the Christian
religion were proper and adequate (Dull, p. 2).
Attitudes toward education differed throughout the
colonies. In New England, families were teaching their
children in the home. The main focus of education was to
understand and participate in religious ceremonies. This
was found to be inadequate for their children's
education. In 1642, Massachusetts passed a law which
required that all children be taught to read and write
and also to know the principles of religion (Cubberley,
1909) .
As social forces acted to shift the responsibility
for education from parent to church and society, the
fields of supervision and curriculum emerged (Karrer
1982, Kliebard 1987). It was the teacher who took on the
role of the family and taught values of the home and of
the church. As the community began to grow and ideals
15
expanded and were no longer consistent; the curriculum
took on new importance. The inspectors of this time
period had to determine
the tone and spirit of the school, the conduct and
application of the pupils, the management and
methods of the teacher, and the fitness and
conduction of the premises (Philbrick, 1876, pp. 3 -
According to Wiles and Bondi (1980) the inspectors at
this time were laypersons and modeled after lay advise-
ment to churches. This soon became a form of lay inspec-
tion and control
. The association that the inspectors
had with the teachers was very strict and disciplined.
It was demonstrated by being authoritative, demanding,
and judgmental, and oftentimes teachers were discharged
from their duties.
By the turn of the century, the challenge of the
schools was evidently a concern of the public. Joseph
Rice, a pediatrician who had become an advocate of school
changes, attacked schools from the pages of Forum. He
wrote articles in Harper" s Weekly and Atlantic Monthly
highlighting the need for school reform and the
deplorable salaries and working conditions of teachers.
Kliebard (1986) points out that
Rice's genuine dismay and disgust of what was going
on in American schools in the 1890's had evolved
into grim determination that teachers and
administrators must be made to do the right thing
(1986, p. 23).
16
Frank Dickey (1948), summarized this early period by
stating that
the first attempts at supervision were characterizedby three fundamental approaches: 1) authority and
autocratic rule; 2) emphasis upon the inspection and
weeding out of weak teachers; and 3) conformity to
standards prescribed by the committee of laymen(Dickey, p. 8).
One of the dominant traditions in American education, lay
involvement in educational affairs, began in early
colonial America. Although in England only citizens of
note were likely to sit on school governing boards, in
the colonies the matter of schools was often left to
electmen who could not write. Increasingly in the
eighteenth century, school matters were delegated to
special committees, but it is important to understand
clearly that the people have been concerned with the
conduct of schools since the colonial period (Cremin,
1970; Small, 1914).
Scientific Supervision
Around the beginning of the twentieth century, lay
inspection of teachers and schools (inspection by persons
not in education) had given way to those trained in
administration in education. The superintendent's role
became much more complicated and so the responsibility of
classroom visitations or individual teacher evaluations
were no longer feasible. The supervisor borrowed its
17
authority to work on behalf of the superindent and
crossed over" from being authoritative to a "staff
capacity (Wiles and Bondi, 1980).
In the first part of the twentieth century, American
education was greatly affected by scientific management
modeled within the business industries. Callahan (1962)
stated that
the procedure for bringing about a more businesslike
organization and operation of the schools was fairly
well standardized from 1900-1925. It consisted of
making unfavorable comparisons between schools and
business enterprise, of applying businesslike
criteria (e.g. economy and efficiency) to education,
and of suggesting that business and industrial
practices be adopted by educators. (Callahan, d.6,
1962)
Professional school administrators were replacing
teachers to administer most of the larger school
districts. A literature on school administration was
being written. The words 'efficient' and 'businesslike'
appeared frequently in that literature. Administrators
were confident that they could use proven methods of
business and industry to solve all the important problems
of educational administration (Callahan, 1962).
As this school of thought became part of the
school's philosophy, it was also noted that there were
restrictions that did not allow for full flexibility in
the process of supervision. McNeil (1962) observed:
18
It was contended that while the conscientious
supervisor earnestly desired to perform his share ofthe task with teachers, he found himself unable todo so because of the dearth of scientifically
formulated information as to what constituted thebest control of the various factors of method. The
supervisor had his opinions but others of equal
ability had neutralizing opinions. When the
supervisor turned to the literature of his
professionfor guidance, he found conflicting
opinions (McNeil, p. 9).
By 1935, supervision had taken on a new turn in
philosophy. Spears (1955) expressed it this way:
What had seemed a simple classroom assignment
for supervision early this century turned into an
almost complete rout of the staff forces by 1935.
The meticulous attack upon classroom operation was
definitely rejected. Once school administrators saw
the way the democratic wind was blowing, they turned
from the inspectional concept of supervision in
about the same manner that a group of small boys
depart from the environs of a haunted house.
(Spears, p. 81)
As these events took place supervision was ready to
enter the stage of cooperative educational leadership
( Spears , 1955 )
.
Cooperative Supervision
In many cases during the 1930s and 1940s the
interest in having the teachers become a part of the
intricate process of supervision was noted by many
authors (Burton and Brueckner 1955; Karrer, 1982;
Wilhelms 1946; Spears, 1955) Even
19
earlier, during the late 1920s, further protest against
imposition of curriculum and method by personal authority
of administrative officers could be seen. Writers began
to conceive of supervision as guidance rather than
inspection. Kyte (1930) defined supervision as
the maximum development of the teacher into the mostprofessionally efficient person she is capable ofbecoming (Kyte, p. 45).
When Spears (1955) wrote about supervision being a
democratic process, he was also talking about cooperative
supervision. He also noted that when supervision bounded
from its tight knit inspectional concept, it rambled
every which way in a very uncertain fashion until it
found its new way. Spears (1955), up to the date of his
book, contended that we are still in this period of
exploration
.
Wise and Bondi (1980) reported that in the early
1930s a change was taking place in which supervision was
not efficient in its "enforcement and inspector role".
Supervisors were being given offensive names (i.e.
" snoopervisors
" ) which limited the contact between
teacher and supervisor.
This period in American history underwent many
changes due to the economic and social revisions of the
20
depression and war years. The changes in educational
supervision was also going through the same transfor-
mations in the direction toward embracing the ideals of a
democratic system (Lewin, 1948). Lewin (1948) also
stated that emphasis was now placed on a supervisory
leader to become more personal respecting human
personality and he was to encourage the teacher to become
more involved in the creation of policy. Gestalt
psychology supplied theory, while Lewin (1948) supplied
evidence to support the social supervision desired.
Lewin 's work in the study of motivation drew addi-
tional attention to the social factors in supervision.
His interest and research in such problems as conflict in
industry, morale in time of war, and changing of preju-
diced groups had much influence on supervisory practice,
and stimulated the growth of action research and group
dynamics. The latter, supported by Hill, Wise and
Shapiro (1989), became useful tools to guide the growing
concept that the supervisor was a cooperating member of a
total group. McNeil (1962) summarized that the
improvement for education was placed on all staff
members, not just teachers, in which together the
commonly recognized problem would be resolved. This
meant that leadership for improvement was a shared
obligation
.
21
Clinical Supervision
Clinical supervision was noted as a process in which
the cooperation between supervisor and teacher was
clearly defined and an exchange of ideas and improvements
took place (Cogan, 1973). Bolin and Panaritis (1992)
said that between 1944 and 1981, the Association for
Supervision and Curriculum Development had published more
than forty yearbooks; but only four of these were devoted
to supervision. They saw that supervision was going
through an identity crises. Bolin and Panaritis
recognized that Cogan and colleagues had developed
clinical supervision during the late 1960s and this began
to bring together the direction supervision needed.
Cogan (1973) had developed a process in which supervisor
and teacher could work together cooperatively without one
feeling superior over the other. The emphasis was on
" collegiality , " a term coined by Cogan (1973), which
attracted many educators.
Regarding clinical supervision, Tanner and Tanner
(1987), upheld Cogan 's involvement in the distribution of
its use and stated the following:
Morris Cogan, another early advocate of clinical
supervision, defines the term as "the rationale and
practice designed to improve the teacher's classroom
performance, " with the principal data being derived
"from events of the classroom" for the purpose of
improving students' learning "by improving the
teacher's classroom behavior." In contrast, he sees
general supervision as occurring outside the
22
classroom in connection with such functions as
curriculum development and evaluation. Cogan holdsthat clinical supervision is neither counseling northerapy, but functions as a professional
“colleagueship" between supervisor and teacher(Tanner and Tanner, p. 183).
The chronology of supervision philosophies have had
overlapping time lines. Alfonso, Firth and Neville
(1975) show that there was a definite crossover from the
authoritarian/ inspection theory to the use of scientific
supervision. The same happened when scientific
supervision crossed over to cooperative supervision.
From this point, the theories of supervision began to
overlap into clinical supervision and lastly into
management supervision.
Supervision as Management
In studying this last condition of supervision,
according to Neville (1968), supported by Bolin and
Panaritis (1992), supervision had become a very complex
process. The supervisor in the management role was no
longer the key person for ideas and solutions. The
supervisor now had become a manager of many resources for
the improvement of instruction and for the education of
children. Curriculum workers, consultants in specialty
fields, teachers working in teams, professional super-
visors in quite a variety of departments i.e. special
education, math, reading, science etc., were all calling
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for help and were directed by the supervisor of the
school to guide the teachers and their lessons towards
the objectives of the district and school.
Clinical Supervision
Introduction
The works of leading proponents of clinical supervi-
sion and their effects on teachers were reviewed. There
was an emphasis on the following leaders in this field:
Keith A. Acheson and Meredith Damien Gall; Carl D.
Glickman; Robert Goldhammer; Thomas J. Sergiovanni and
Robert J. Starratt; and Allan A. Glatthorn. Other
authors in the area of clinical supervision were
discussed
.
Acheson and Gall (1987) stated:
In brief, clinical supervision is a model of
supervision that contains three phases: the planning
conference, the classroom observation, and the
feedback conference (Acheson and Gall, p. 12).
Direct teacher and supervisor interaction, as well
as the teacher's professional growth are the most
outstanding characteristics of clinical supervision.
Clinical supervision has been defined as
an intensive process designed to improve instruction
by conferring with the teacher on lesson planning,
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observing the lesson, analyzing the observationaldata, and giving the teacher feedback about theobservation (Glatthorn, p. 7 ).
Thus Glatthorn (1984) and Acheson and Gall (1987) have
basically the same conceptions concerning clinical
supervision of teachers.
The fundamental methods of clinical supervision are
concerned with speaking, listening, influencing, and
observing. As a consequence of this, there is a
universality to the entire process (Acheson and Gall, p.
23) .
The purpose behind the process of clinical super-
vision is to provide improved and effective instruction
for the classroom student. Clinical supervision helps to
accomplish this objective as a result of more capable
teachers
.
The authors discussed in this chapter support the
issue that teaching teachers is most important. What is
desired is effective and efficacious teacher training
that helps to develop a professionally qualified teacher.
Without well-trained teachers, the classrooms could
hardly achieve their intended purpose (Acheson and Gall,
p. 5) .
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A supervisor of teachers is, essentially, not only a
teacher, but also a manager. Every managerial decision
is one within which the teacher relies on assumptions,
generalizations, and hypotheses or theories. Very often,
assumptions are implicit, and frequently unconscious and
conflicting. However, they determine predictions that if
A is performed, B will take place. Thus theory and
practice are one entity in which teachers, as managers,
bring together through their experiences as educators
(Acheson and Gall 1987; Sergiovanni 1976).
One common way of denying the importance of theory
to managerial behavior is to maintain that management is
an art (McGregor, 1960). This also precludes critical
analysis of the theoretical assumptions behind managerial
actions by placing reliance on intuitions and feelings,
which by definitions are not open to question. One
question for consideration is whether management is a
science. Science is concerned with the advancement of
knowledge. Managers, as is true of all professionals,
are interested in the accomplishment of practical
purposes. The question is whether managers, practicing
management, can utilize scientific knowledge in the
attainment of those goals. Douglas McGregor asserts
that
:
Human behavior is predictable, but, as in
physical science, accurate prediction hinges on the
correctness of the underlying theoretical
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S ’ There is, in fact, no predictionithout theory; all managerial decisions and actionsrest on assumptions about behavior (McGregor, pll).
Predicting teaching behavior is not a true science. The
teaching supervisor can only observe and base his/her
evaluation on concepts that may be considered more
subjective than scientific.
McGregor also maintained that:
professions like medicine, education, and law in
general maintain high ethical standards with respect
to the influences they exert on human beings. Indirecting the human resources of the industrial
organization, management is in a similar position.
Here, as elsewhere in our society, the price of
freedom is responsibility (McGregor, p. 14).
The purpose of the clinical supervisor-teacher
relationship is to generate in the teacher a feeling for
responsibility, if he/she does not already have it. The
teacher is ultimately responsible for his/her own
actions, and the supervisor can only do so much in that
direction. A responsible teacher in the classroom is
truly a worthwhile objective (Acheson and Gall, 1987).
The Nature of Clinical Supervision
According to Acheson and Gall (1987), teachers
usually have a negative feeling about being supervised
even though it is a necessary part of their professional
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development. They tend to become defensive and seldom
consider it to be helpful. As Acheson and Gall stated:
Some teachers profit from supervision, and somegifted supervisors are popular and effective in
working with teachers. Yet the weight of evidence
supports the generalization. In a study of 2500
teachers, Wiles found that only a small fraction ofthem (1.5 percent) perceived their supervisor as a
source of new ideas (Acheson and Gall, p. 27).
Acheson and Gall (1987) also revealed the that many
teachers have a hostility toward supervision as a
process. This might suggest the possibility that schools
should do away with it. A positive view of this
situation is that teachers are only negative concerning
the style of supervision they receive, not supervision in
itself. Perhaps teachers would react in a positive
fashion to a supervisory attitude that is more responsive
to their interests and hopes. Clinical supervision is
founded on this belief (Sergiovanni 1979, Acheson and
Gall, 1982, Cogan, 1973).
There are also other positive sides to teacher
supervision. Carl D. Glickman (1984) described the
supervisor in a positive way:
The supervisor is defined as a person with
responsibility for improving a teacher's
instruction. The supervisor might be a principal,
subject area specialist, assistant principal,
department chairperson, head teacher, or central
office consultant (Glickman, p. 17).
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The improvement of a teacher's instructional
approach is certainly a positive and worthwhile
objective. If the teacher sees the supervisor as a
helper instead of a threat to his/her position, there
will be positive results for all concerned, from the
supervisor to the teacher to the students.
Sullivan and Wircenski (1988) took the same view as
Glickman
:
Clinical supervision affords both the teacher
and principal an opportunity to engage in
discussions regarding the improvement of instruction
(Sullivan and Wircenski, p. 34).
This positive objective is accomplished initially
during the planning conference between the supervisor and
the teacher. During the planning conference, the teacher
has a chance to discuss expectations, personal problems,
needs, and professional issues. It is the supervisor's
task to help the teacher bring these perceptions into
finer focus so that they share a common understanding of
the teacher's present instruction techniques, and
possible inconsistencies. The next step would be for the
supervisor and teacher to examine new methods which the
teacher could use to transfer the present instructional
methods to a more ideal approach.
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It is also appropriate to examine some supervisory
practices to which teachers have a negative reaction. In
traditional inservice supervision, the supervisor, in
most instances the school principal,
plays a critical role in shaping the conditions in a
school. Research is now confirming our suspicions.
Principals, who are strong instructional leaders,place a high priority on their role in instruction(Smith and Andrews, p. 35).
The supervisory condition, explained by Acheson and
Gall (1987), generates two problems from the beginning.
First, supervision becomes associated with evaluation.
This creates anxiety in some people when they realize
they are being evaluated, particularly if negative
evaluations threaten their livelihoods. The second
problem is that supervision comes from a need of the
supervisor to show accountability (i.e. that teachers are
adequately providing instruction). This need is not felt
by teachers because they consider themselves as
professionals given their college training and academic
knowledge
.
Even though teachers might understand the need for
supervision, these authors (Acheson and Gall, 1987)
continued to suggest that the problem is that the teacher
does not know what the supervisor has in mind, and what
he/she is looking for. Also, the supervisor may not have
a professional development plan concerning what she/he is
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going to observe. Conseguently, the observation process
becomes very unsystematic, subjective, and hazy. These
are some of the negative aspects of teacher supervision.
Because teaching can be an isolated experience
within which teachers seldom have an opportunity to share
their ideas, supervision can fulfill this very important
need. As Acheson and Gall (1987) stated:
Supervisors can meet this need by using a
approach helping the teacher clarify
goals, collecting observational data on classroom
events, and analyzing the data for discrepancies.
For teachers who are not aware of their goals or howthey come across ' in the classroom, this process
can be a useful guide (Acheson and Gall, p. 12).
Cogan (1973) noted that the classroom observation by
the supervisor would then be the next step after the
planning conference. Because of the conference, however,
the teacher is not likely to view the observation as a
threat. Both the teacher and supervisor will have a
clear understanding of what is being observed, and
discussion of the observation will be a constructive,
positive experience.
The last part of clinical supervision is for the
supervisor and the teacher to take part in a feedback
conference. This consists of reviewing the observational
information, with the supervisor inviting the teacher to
state his/her own conceptions concerning teaching
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effectiveness. While the teacher examines the observa-
tional information, the feedback conference often
develops into a planning conference, with supervisor and
teacher agreeing together that additional observational
information is necessary.
Clinical Supervison and Effective Teaching
Alfonso, Firth and Neville (1981) defined
supervision as
behavior officially designated by the organization
that directly affects teacher behavior in such a way
as to facilitate pupil learning and achieve the
goals of the organization (Alfonso, Firth and
Neville, p. 43).
In this concept of supervision it is necessary for
teachers and supervisors to specify what they mean by
ideal or effective instruction. By arriving at a
definition, there will be a basis for establishing
supervision objectives and evaluating their attainment..
Some educators believe that effective teaching is so
complicated that it is all but impossible to define or
analyze. There are supervisors who say they are not able
to actually define good teaching, but they know it when
they see it. Acheson and Gall (1987) believed that
teachers and supervisors can come to some serviceable
definitions of good teaching to direct the supervisory
process. Their definition of a good teacher includes:
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iVe relationships with students; dealst students emotions; maintains discipline andcontrol; creates a favorable environment forlearning; recognizes and provides for individualdifferences; enjoys working with students; obtains
students involvement in learning; is creative andinnovative; emphasizes teaching of reading skills*gives students a good self-image; engages inprofessional growth activities; knows subject
matter in depth; is flexible; is consistent; anddisplays fairness (Acheson and Gall, p. 28).
Not everybody will agree with this list, but it
covers most of the characteristics of a good teacher. It
is also important for the supervisor to be cognizant of
the various phases a teacher will undergo before arriving
at proficiency.
According to Campbell, Cordis, McBeath, and Young
(1987), the phases relating to mastering the teaching
process are as follows:
Unaware, aware, awkward, consciously competent,
and internalized. (Campbell, pl6)
These same authors maintain that the teacher who is
unaware has no knowledge of the skills, strategies, or
processes that go into good teaching. The teacher is not
able to evaluate or reflect on teaching behavior.
At the aware stage, the teacher has the academic
knowledge of the teaching process, but has not attempted
to implement it, or is having difficulties implementing
33
it. Thus the intellectual factor is there, but the
actual practice has yet to be achieved.
The awkward phase of a teacher is when he employs
unnatural classroom methods which are forced and
mechanistic. This teacher may be so concerned with what
to teach that he does not pay sufficient attention to
what is being taught (Acheson and Gall 1987).
Cathy Campbell (1987) explained that when a teacher
is consciously competent, he/she uses skills, strategies,
and processes in a proficient fashion. However, his/her
teaching is not automatic because the teacher has to
think too much about the performance of an act. There is
still too much intellect and not enough spontaneous
action
.
Campbell and her colleagues also stated that
when a teacher is at the internalized stage, he uses
instructional skills automatically. Specific skills
or strategies become part of a series. The teaching
act seems natural for the teacher and seems natural
to the observer. Teaching processes are employed
appropriately and spontaneously. (Campbell, p. 17)
Taking a closer look at supervisory behavior, it is
certainly true that it occurs within a complex system
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involving the interaction between and among initiating,
human, and school—effectiveness variables. As
Sergiovanni and Starratt (1979) stated:
The supervisor, for example, behaves (1) in anorganizational environment, (2) from an authorityba ^ e
'
ln specific ways, (4) in an attempt to
modify the mediating variables in a fashion whichincreases staff identity and commitment, and (5)with the goal of increasing some dimension of school
effectiveness (Sergiovanni and Starratt, p. 40).
The ultimate objective of supervision, according to
Sergiovanni and Starratt (1979) is to further develop
educational programs and promote instructional
effectiveness in the school.
Sergiovanni and Starratt (1979) explained that in
many ways, schools are similar to other large
organizations. The operation of a good-sized high school
is in most instances marked by an emphasis on conserving
resources through sophisticated management techniques,
scientific staff utilization, computerized scheduling,
multiple program offerings, and a considerable number of
student services. In large cities, the diversity of the
schools' objectives, along with the great number of
employees, often renders them quite comparable in
complexity to other big organizations (Sergiovanni and
Starratt, p. 41 ) .
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Some of the indicators of effective teaching as
noted by Acheson and Gall, with regard to student
behavior and performance, are the following:
(1) students are learning the knowledge, under-
standings, skills, and attitudes intended by the
curriculum, as measured by performance on tests; (2)students demonstrate independent behavior in learn-ing the curriculum; (3) students show behaviors that
reveal a positive attitude toward the curriculum andthe school; (4) students do not have behavior prob-lems in class; (5) students appear to be actuallyinvolved in learning the curriculum while class isin session (Acheson and Gall, p. 34).
Acheson and Gall (1987) added that supervisors can
analyze test results to reach a conclusion concerning how
well students are learning the curriculum, either over a
short unit of study or over a school year. Supervisors
can observe whether students demonstrate behaviors that
reveal a positive attitude toward various elements of
schooling, and whether students behave well during class
activities
.
Another way of developing criteria for good teaching
is through examination of the teacher's planning efforts.
It is essential for the supervisor to know the teacher's
intent and instructional goals in order to properly
evaluate the effectiveness of a teacher's classroom
behavior (Sullivan and Wircenski, pp. 34-5).
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According to Acheson and Gall (1987) there are
several possible indicators of quality in the teacher's
planning efforts. it is possible to evaluate the
effectiveness of the teacher's rationale in selecting
instructional objectives, curriculum materials, and
evaluation technique. The teacher's rationale can be
determined jointly by the supervisor and the teacher
discussing and examining the written lesson plans.
Clinical Supervision and Teacher Evaluation
In all instances, a good rapport between the
supervisor and the teacher is most important for
effective teaching to find its way to the classroom
(Dull, 1981). If classroom objectives are to be met, it
is most essential for an effective and realistic system
of teacher evaluation to be established. It may be true,
as Acheson and Gall (1987) observed, that the ultimate
purpose of clinical supervision is to assist teachers to
grow and improve through cooperative planning,
observation, and feedback. However, it is important to
remember that the supervision process is usually a part
of a larger system that has as its objective decisions
concerning tenure, promotion, retention, and dismissal.
Acheson and Gall (1987) maintained that a teacher
should be cognizant of the criteria which will be used to
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evaluate his/her performance. These standards involve
specific guidelines for a particular teacher in a certain
classroom situation; and also, the general criteria that
are applied to all teachers in a school district.
These general criteria are conceived and formulated
most preferably by a committee of teachers, administra-
tors, and other persons in the school community. The
teachers ' union has little involvement in the formulation
of the instrument, but assures that the instrument itself
is not in violation of the teachers' contract. After
this step, the general criteria are then adopted by the
school board as official policy before copies are given
to all of the teachers. When a teacher has an
understanding of the evaluation process, a more positive
climate has been established (Oliva, 1976).
In an examination of distinct standards, Acheson and
Gall (1987) revealed that they serve several objectives.
They serve as the reference for contract renewal,
promotions, and tenure decisions. They also function as
an important part in dismissal hearings, arbitration, and
litigation concerning teacher evaluation.
According to Acheson and Gall (1987) the number of
standards should be kept under control. One method to
achieve this objective is to identify fifteen to twenty
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general standards, each with three to five indicators
stated in explicit, behavioral terminology. a standard
consists of three parts: (1) a statement that establishes
a general behavior; (2) a list of indicators which
describes the manner in which that behavior will be
identified; and (3) a principal's evaluation concerning
the level of competent performance.
Acheson and Gall (1987) stated:
the years, our notions have changed about
what the criteria of good teaching should be. In
the 1950s we looked at the characteristics of good
teachers' personality variables, gualities of
character, and the like. In the 1960s attention
shifted to what teachers do, or should do, as part
of the teaching process. These behaviors were often
called 'competencies'. Since the 1970s we have
tended to talk about 'teacher effectiveness' in
terms of what students are able to do before and
after working with a particular teacher (Acheson and
Gall
,
p. 48 ) .
The problem with viewing teachers' behaviors is that
the most common source of information has been the
evaluator's subjective feelings, which are influenced by
such things as the teacher's attitude, personality,
social patterns, and other considerations which may be
significant to a certain degree, but not highly important
to teaching effectiveness.
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What is needed is a more objective approach by the
clincal supervisor. As Goldhammer
,
Anderson, and
Krajewski (1980) pointed out:
We need a supervision whose effect is to
enchance and to actualize and to fulfill, in degreesthat are appreciable and sensible in the teacher's
own experimental frameworks. Teachers (like anyone)
must be able to understand what they are doinq andthe goals and process that govern their behavior,
and supervision must provide adequate illuminationfor such understanding. We require a supervisionthat is basically teacher—initiated and consistent
with independent, self-sufficient action. Our
supervision must result, regularly and systema-
tically, in palpable technical advancement; it musthave methodological and conceptual rigor and it mustproduce real and measurable accomplishments
(Goldhammer, Anderson, and Krajewski, p. 206).
Goldhammer, Anderson and Krajewski (1980) said that
due to the ambiguity around most educational subjects,
such a supervision must be open rather than closed; it
must result in discoveries; and must decide on its own
directions instead of being committed to false, archaic,
or otherwise unsubstantial objectives.
Both the supervision itself and the teaching
behaviors with which it concludes must be fundamentally
creative and should not attempt, as supervision has
attempted historically, to arrive at increased degrees of
conformity and uniformity in instructional procedures
(Goldhammer, Anderson and Krajewski, 1980). Very likely,
clinical supervision is not an educational panacea, but
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its general approach and specific habits of technique are
appropriate for most situations (Goldhammer 1980).
According to Sergiovanni and Starratt ( 1979 ) it is
important for our concepts of teaching and of supervision
to be modified continually as more is learned concerning
human behavior and professional development. Solid
curricula in teacher education and supervisor education
are yet in the initial stages of development. There are
not many school systems that serve as the field basis for
the required research and development functions.
Eckard and McElhinney (1977) wrote:
The accountability movement of the 1970s
renewed an interest in teacher evaluation.
Teacher evaluation is a complex process that
usually involves three sources of data: (1)
pupil scores on standardized tests; (2) notes
made following classroom visits by a supervisor
or principal, and (3) completion of a
judgmental checklist of behaviors not related
to pupil outcomes (Eckard and McElhinney, pp.
613-18)
.
Once a school district has a set of standards, there
are several possiblities as to how they can be employed
in the process of evaluating teachers. A possible
procedure is to use the processes as absolute standards.
Teachers who are new to the profession may welcome the
reassurance of an explicit set of expectations.
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Sergiovanni and Starratt (1979) felt that teachers
have an inclination to search for safe objectives when
they realize they will be evaluated on the basis of them.
The evaluator should have some skill at negotiating goals
that are significant. Stating objectives clearly also
requires skill.
Sergiovanni and Starratt (1979) continued by saying
that frequently, teachers are not skilled at writing
clear professional goal statements, and certain
administrators are not very proficient at writing formal
evaluations. When a dismissal takes place and the
teacher has had ten years of these somewhat abstract and
hazy evaluations, it is not easy to make a case of
removing the teacher from his/her teaching post.
They (Sergiovanni and Starratt 1979) contended that
if one objective for the formal evaluation is to help the
teacher's development in instructional effectiveness,
then vague generalities in the report are not at all
helpful. It is certainly true that clinical supervision
is the heart of an effective teacher evaluation system.
Techniques of Goal Setting and Planning for Observation
According to Kyte (1930) there are two parts to the
initial phase of the clinical supervision process that
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require planning conferences between the supervisor and
the teacher: goal setting and planning for observation.
Goal setting is a most important step in the obser-
vation process. Goals provide a purpose to the entire
supervision procedure. All teachers need to
work toward tangible, reachable, and significant objec-
tives. Teachers who are working on developmental goals,
instead of deficiency needs, can have a goal-setting
conference that is teacher centered. Other teachers, who
are on plans of assistance, may have a need to have
evaluator-centered goal-setting conferences (Kyte, p.
151). A combination of refining developmental goals and
remediating specific professional need areas seems
critical to assure the balance a professional needs to
enhance her/his effectiveness as a teacher.
It must be emphasized that the principal objective
of clinical supervision is to assist teachers to improve
their classroom instruction. One way to reach this
objective is to use a goal-setting conference to identify
areas of instruction in which a teacher needs to improve
(Oliva, 1976). A teacher who is able to identify and
verbalize concerns can, in most instances, take the next
steps of examining the problems objectively and solving
them (Sergiovanni and Starratt, 1979).
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There are many questions that a supervisor could ask
to direct the teacher's thinking about concerns. Of
course, no one question is better than another. The
supervisor should be intent on assisting the teacher to
disclose real concerns without feeling threatened. A
teacher who is threatened is more likely to be quiet or
reveal only safe problems (Fuller, pp. 207-26).
According to Sergovanni (1976), Goldhammer (1981),
and Fuller (1969) there are those teachers who claim that
they have no problems and that their class is running
quite smoothly. In certain instances this may be an
accurate perception by the teacher, but it is certainly
true that there is always room for improvement in a
person ' s teaching
. Even a throughly competent teacher
can find areas in which she/he needs to improve.
A checklist is sometimes useful in helping a teacher
to evaluate his/her own teaching performance. Usually,
the concerns of preservice teachers and new inservice
teachers tend to center on the self. The problems of
experienced teachers are more related to their students
(Smith and Andrews, p. 35).
The planning conference provides the teacher and
supervisor with a chance to identify teacher concerns and
translate them into observable behaviors. In fact, it is
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the planning conference that establishes the groundwork
for effective clinical supervision (Acheson and Gall,
1987 ) .
One of the principal objectives of the planning
conference is to provide an opportunity for the teacher
to communicate with another educator concerning a
particular classroom situation and style of teaching.
Teachers are inclined to feel isolated in what they do
because they usually teach alone in a self-contained
classroom (Acheson and Gall, 1987).
By observing the teacher's classroom on a frequent
basis, the supervisor establishes a set of shared
experiences that supervisor and teacher can discuss
together in their conferences. These conferences are
particularly significant to the newly hired teacher who
may have 'no one else in the school environment other than
the supervisor with whom to share problems and
perceptions (Acheson and Gall, 1987).
It is not necessary for a planning conference to be
especially lengthy. The supervisor might allow twenty to
thirty minutes for the first planning conference unless
the teacher has an unusually complicated concern to
discuss (Wiles J., 1980; Sergiovanni, 1974; and
Goldhammer, 1981).
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It is particularly important that the supervisor
arrange a mutually convenient time for the planning
conference. This provides the teacher with a feeling of
some control over the supervisory process (Wiles J.,
1980; Sergiovanni, 1974; and Goldhammer, Anderson and
Krajewski, 1981).
Technigues of Classroom Observation
According to Robert Goldhammer, Anderson and
Krajewski (1981), a specialist and author on clinical
supervision, observation is the process through which a
supervisor becomes cognizant of the events, interactions,
physical elements, and problems in the classroom during a
specified period of time. As Goldhammer, Anderson, and
Krajewski (1981) stated:
In clinical supervision, observation is the
link between the promise made (in pre-observation,
to seek answers to the teacher's questions) and the
promises kept (in the post observation conference).
It is what a supervisor does in order to be able to
test whether answers can, in fact, be found
(Goldhammer, p. 71).
Goldhammer, Anderson and Krajewski (1981) also noted
that a person entering the classroom to observe, may in
itself be a situation to take into account. If it should
happen that the supervisor is also the principal of the
school, his/her established relationship with the teacher
and students might be either a growth-providing
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situation, a disabling situation or neither. There are
scholars in the field of supervision who contend that
supervisory work is best assigned to those who are not in
direct authoritative relationship to the teachers, but
who instead are in a staff position with no
responsibility for evaluating, discharging, firing, or
promoting.
Carl Glickman (1984) in his article said that
one technigue during the observation process is for
the supervisor to use a checklist at five—minute
intervals. Whenever the supervisor observes one of
the students listening to the teacher, engaging in
classroom discussion, or doing assigned work, he
puts a check in the 'Attentive to Task' box. If the
supervisor observes one of the students vacantly
staring into space or sitting with his head on the
desk, he puts a check in the 'Inattentive/Passive'
box. This continues until the appropriate boxes
have been checked. Then the supervisor reguests
that the teacher meet with him to go over the
observation (Glickman, pp. 19-20).
Goldhammer (1981) said that objectivity in the
observation process is not always an easy thing to
practice. The supervisor always brings his/her own
subjective views into the classroom situation. It would
certainly be difficult for him/her not to do so. He
(Goldhammer, 1981) added that another problem could be
the attitude of the supervisor. As a human being, the
supervisor is as likely as anybody to be subject to
temperamental, emotional, and situational fluctuations.
Consequently, perceptions, and subsequent evaluations,
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are usually influenced by the momentary attitude and
feelings of the observer.
Goldhammer (1981) ultimately stated that one more
observational problem is that the supervisor and teacher
have different locations in the classroom and are
actually seeing and hearing two different classroom
events. The observation process is not easy, but it is
vitally important with regard to teacher growth and
improvement
.
Summary
The teaching profession is both a science and an
art. It is a science because experiments are always
being conducted in order to arrive at improved teaching
techniques in the classroom. There is considerable
psychology involved in the educational process. On the
other hand, teaching is also an art because there are so
many intangibles, and teachers very often must rely on
their instincts for the right effect. A teacher, in many
ways, is a performer, who very often must "ad lib"
through comments coming from the students in every
direction
.
Goldhammer (1981) and Cogan (1973), developers of
the clinical process of supervision, stated specifically
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that this process of supervising has not yet come to
fruition and probably never will. Also these authors let
us know that clinical supervision is and should always be
in a changing state adapting to the user. It should also
be clarified that clinical supervision, as with any
supervisory method, should in no way be used solely as
the only means of supervising. This is reiterated over
and again by Sergiovanni (1976), Cogan (1973) and
Goldhammer (1981).
There are many authors that support the idea that
supervision, which most teachers believe is closely
related to evaluation, has caused teachers to feel that
the only time a supervisor visits is when the teacher is
observed and evaluated. This is supported by Arthur
Blumberg (1980) when he stated that there is a 'cold war'
between teachers and supervisors (principals). A tense
reaction to any type of observation is found throughout
schools
.
This chapter explored the writings of the experts on
supervision and discovered that clinical supervision
helps to alleviate the tension found in supervising or
evaluating situations. Clinical supervision, as a
process, is not only for supervising or evaluating, but
rather its content helps to heal tension and agitation
between supervisor and teacher by allowing them to become
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acquainted on familiar terms and through non-threatening
visits. It is a collegial relationship that forms a bond
of professional support and development.
Clinical supervision in basic terms can be said to
be a simple method of improving school education with
human relations as a base which promotes a partnership
between supervisor and teacher.
Perceptions, Behaviors and Attitudes
of Teachers and Supervisors
There is much written on the subjects of education
and student teaching. In contrast, this investigator
found few studies or reports written on the behaviors and
attitudes of teachers and their supervisors in the
educational setting. Supervisory methods have changed
since the authoritative methods of the colonies and have
now required cooperation between the supervisor and the
teacher (Glasser, 1992). This study will first report on
the perceptions and attitudes that teachers and
supervisors have in an effective supervisory cycle.
Secondly the study will discuss the behaviors of
supervisors and teachers in an effective supervisory
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cycle. Behaviors and attitudes are found to initiate
changes in supervision. Reber and Gilder (1982) stated
that
supervising people has never been easy, but it isharder and more complex today than ever before.Changes of all kinds are creating new problems that
challenge the human skills of even the best and most
experienced supervisors. Together, these changeshelp explain why today's supervisor is finding
supervision in its rational form so difficult to
carry out (Reber and Gilder, 1982, p. 4).
Perceptions and Attitudes
Supervision began as an authoritative interaction or
process, within which the teacher had no input into the
supervisory cycle. Supervision was dictatorial and any
changes were given as demands and ultimatums, never as a
consultation between the teacher and supervisor. Because
of this, a feeling of distrust grew from within the
teaching staff in the American schools. Arthur Blumberg
(1974) in his book made it known that
the relationships between teachers as a group and
supervisors as a group carl be described as somewhat
of a cold war (Blumberg, 1974, p. 2).
Blumberg (1974) also noted that the problems that are
encountered between teacher and supervisor are the result
of "behavioral conflicts" and not the outcome of
personality differences. Blumberg stated that the
supervision of teachers should not be considered as
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who will win? but of
together? (Blumberg,
Can we solve the problem
1974, p. 3).
Interestingly enough, Blumberg's challenge (1974) is
echoed in the writings of William Glasser (1992), who
said that we are still in the state of "boss- management"
and we should be working towards "lead-management".
Glasser (1992) stated that the obstacle in changing to
"lead-management" is that
most people, educators included, do not see boss-
management as an obstacle. Unless it is clearly
seen for what it is, there is little chance that we
will overcome it and it will continue to block what
we must do, which is to change the way we manage
both students and teachers (Glasser, 1992, p. 14).
The belief that teacher and supervisor must have a
cooperative, participatory and democratic relationship in
the supervisory cycle, is supported by Barbara Fuhrmann
(1972) as she cited Wayne Palmer's (1955) Indiana survey,
in which teachers' perceptions of supervision and
supervisors were studied. In Palmer's (1955) survey,
Fuhrmann (1972) found that
the supervisor's attitude was more important than
the services he rendered, and that the most
important qualities for supervisors to demonstrate
were understanding, sympathy and democracy
(Fuhrmann, 1972, p. 59).
Chunn (1985) stated in her study that
supervision ranges from hostility toward the process
through indifference to enthusiasm for the process
(Gwinn Ferrell Chunn, 1985, p. 39).
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An attitude of dissatisfaction and defensiveness, within
the supervisory cycle, is reemphasized over and over
again by many who have studied supervision. Goldhammer
(1980) asserts that there is definitely a feeling of fear
among teachers when the supervisor is present to observe.
He (Goldhammer) describes this feeling of fear:
Teachers generally expect supervision to be
punitive, to be anchored in an 'odious system of
administrative sanction'. One might guess that what
most teachers have learned best under supervision ishow to second-guess the supervisor, how to
anticipate what will please him, how to stage
appropriate performances for him to observe, and how
to jolly him up for their own protection. Given the
mystigue that inevitably surrounds unexplicit
systems of evaluation, a secondary result is that
teachers' dependencies upon supervisory evaluation
have grown very strong, despite its fearful and
threatening aspect (Goldhammer, 1980, p. 64).
Fuhrmann (1972) noted that there were major problems
of supervisors as seen by supervisors. These problems
made the supervisor feel ineffective, frustrated, and
guilty. The supervisor contributed to the way the
teacher reacted and behaved in the presence of the
supervisor. The major problems for the supervisor were
highlighted in the following:
1) insufficient time to render services
satisfactorily
2) unfavorable attitudes of principals and
teachers toward change
3) insufficient financial resources
4) insecurity due to lack of role definition and
scope
5) inability to organize self for effective work
6) communications difficulties with general
public (Fuhrmann, 1972, p. 62).
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This investigator found that in the supervisory
cycle the supervisor is perceived, by teachers, as a
"boss manager" rather than one who demonstrates
leadership qualities. The supervisor or principal has
made an awkward attempt to supervise and puts the blame
on the overwhelming responsibilities of the principal,
inadequate conditions of financial strains and the lack
of quality materials. Glasser (1992) has reduced the
"boss management" syndrome into four basic elements:
1. The boss sets the task and the standards for
what the workers (students) are to do
,
usually
without consulting the workers. Bosses do not
compromise; the worker has to adjust to the job as
the boss defines it.
2. The boss usually tells, rather than shows, the
workers how the work is to be done and rarely asks
for their input as to how it might possibly be done
better
.
3. The boss, or someone the boss designates,
inspects (or grades) the work. Because the boss
does not involve the workers in this evaluation,
they tend to settle for just enough quality to get
by.
4.
When workers resist, the boss uses coercion
(usually punishment) almost exclusively to try to
make them do as they are told and, in so doing,
creates a workplace in which the workers and manager
are adversaries. (Glasser, 1992, p. 26)
Goldstein (1973) reported that highly experienced
teachers, in contrast to those with less experience, (1)
interact more frequently with supervisors, (2) are more
cognizant of conflict in supervisor-teacher interaction,
(3) perceive supervisors as being more supportive and
54
less involved with rules and regulations, and (4)
perceive supervisors as being more available for
assistance. In other words, their attitude changed as
their tenure increased with the same supervisor.
Lovell and Phelps (1976), in a study done in
Tennessee, found that a great majority of the teachers
reported that they had no observation by, or conferences
with supervisors. Heichberger and Young (1975) in a
study conducted in New York showed that most of the
teachers surveyed felt that there was a clear need for
supervision and evaluation in the schools. Of those
teachers surveyed, 70 percent felt that the supervisor is
usually perceived as "potentially dangerous."
Blumberg (1980) best summarized teacher and
supervisor attitudes toward supervision in the following
way:
Teachers tend to say they find their supervision of
little value. Supervisors say their work has a lot
of value. Supervisors seem to be saying that they
want to spend more time doing what their clients
(the teachers) consider to be relatively useless
(Blumberg, 1980, p. 20).
The outcome of all this, according to Blumberg (1980) is
that the supervisor and teacher end up not communicating
with each other.
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A Focus on Behavior
Shayle Uroff in William Glasser's (1992) book The
Quality School
,
provided the following insight to the
behavior in which the supervisor and or teacher should
strive
:
A boss drives. A leader leads.
A boss relies on authority. A leader relies on
cooperation
.
A boss says "I." A leader says "We."
A boss creates fear. A leader creates confidence.
A boss knows how. A leader shows how.
A boss creates resentment. A leader breeds
enthusiasm.
A boss fixes blame. A leader fixes mistakes.
A boss makes work drudgery. A leader makes work
interesting.
A study by Fuhrmann (1972), gave a view of the
supervisor and the problems that have kept the teacher
and supervisor from sufficiently accomplishing their
goals. Fuhrmann 's (1972) study also included the
assessed needs of teachers from the Teacher Corps,
behaviors which the supervisor should possess:
1) counseling and advising; 2) analyzing teaching
(specifically stressing microteaching, simulation,
interaction analysis, and conferring skills); 3)
fostering professional growth; 4) teaching and
demonstrations; 5) developing schedules; 6)
fostering community work; and 7) coordinating and
liaison work (Fuhrmann, 1972, p. 62).
Attitudes and behaviors are prevalent in the principal as
well as the teacher. In a study of the supervisor and
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teacher, Arthur Blumberg (1978) concluded that the
behavioral style of a supervisor, as seen by a teacher,
is related to the morale of a teacher. The behaviors in
Blumberg' s study (1978), were directly related to the
attitudes the supervisor had while supervising the
teacher
.
The use of supervision as a power structure has been
noted as a part of the supervisor's behavior in the
supervisory process. Alfonso, Firth, and Neville (1975)
indicated that supervisors are often caught in a "power
limbo .
"
In all too many cases, supervisors have spoken withlittle authority. Unsure of their own esteem and
organizational status, they have too often spoken
timidly and behaved conservatively. They have been
reactors, consultants, and instructional counselors
almost exclusively, rather than intervention agents
seeking to influence teachers directly. They have
responded, rather than initiated. The structure has
often placed them in a "power limbo"—
—neither line
nor staff, neither administration nor faculty, but
somewhere in between, with uncertain and greatly
varying degrees of power and authority. Such
status-and-legitimacy confusion breeds weak and
ineffective supervision (Alfonso, Firth, and
Neville, 1975, p. 342).
John Prater (1961) found that supervisors' behavior
must include at least four characteristics: 1) The
supervisor should have a "warmth of personality" which
will win over teachers. 2) the supervisor should
"possess the ability to communicate" in a professional
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manner. 3) The supervisor must have an "interest in
research" directly related to his/her job within their
school district or other school systems. 4) The
supervisor who is to be considered a leader must also
possess the "know-how" in all the areas that would
improve education and instruction.
Summary
The studies reviewed by this author have shown that
there has evolved a negativity toward the supervisory
process. Teachers have viewed the process and outcomes
of supervision in education as unhelpful, threatening,
and dull (Blumberg, 1974). As the world breaks down its
walls of separation, and cooperation and communication
begin to build up new doctrines and philosophies; so
supervision has taken its course in breaking down the old
world thinking to newer trends that emphasize compassion
and leadership rather than the cold expectations of an
authoritative boss.
The tools and skills of effective supervision have
been identified in earlier research; yet, the past casts
a shadow. Supervisors and teachers must move out of the
shadow with openness and consideration for one another.
Consultation and unity towards educating children is the
direction teachers and supervisors should pursue.
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William Glasser (1992) bests summarizes what can be
achieved in schools within which there are " lead-
managers" vs. "boss-managers" in the following:
While being an effective leader may initially takemore time and effort than bossing, in the end ittakes much less time and effort because workers findthat when they are managed by a leader, quality workis very satisfying. it is certainly possible tolearn how to be an effective lead-teacher, but fewteachers will make the effort to do so unless theythemselves experience the benefit of this approach.This means that lead-management and the concepts ofquality will not flourish in our classrooms unlessthey are implemented at the level of the schoolprincipal
. She or he is the crucial element in
educational reform.
The principal who wants to be a successful lead-
manager must learn the social and administrative
skills needed to be a buffer between the bosses
above and the teachers he or she lead-manages
. It
would be good if these ideas were accepted at levels
above the principal, and I am sure that this will be
the case at times. But once we leave the school,
the central office power struggles of educational
politics almost always intrude. Bossing and
kowtowing are so deeply ingrained at the top of the
system that my hope for educational reform is to
find enough principals willing to give up bossing
and start leading (Glasser, 1992, p. 36).
CHAPTER 3
METHODS AND PROCEDURES
A survey instrument, replicated from another
dissertation, (Chunn, 1985), was used to obtain data or
information which are presented in this study. This
chapter describes the methods and procedures used.
Development of the Survey Instrument
The survey was adapted from that used in another
study, (Chunn, 1985), in which supervisory questions were
abstracted from a review of the literature. Twenty-four
behaviors and attitudes of teachers and supervisors were
compiled by Chunn (1985) and were used as an instrument
for this researcher's study.
The questionaire has two parts, which total twelve
questions each. The first part pertains to supervisors
and their behaviors and attitudes shown during the
supervisory cycle. The second part pertains to teachers
and their behaviors and attitudes shown during the
supervisory cycle. The teachers and supervisors, taking
part in this study were asked to indicate each behavior
or attitude as being (1) Very Critical, (2) Critical, or
(3) Less Critical. They were also asked to indicate the
frequency with which each believed the behaviors and
60
attitudes were demonstrated in their schools by selecting
(1) Frequently, (2) Sometimes, or (3) Seldom or Never.
The questionaire was submitted to five elementary
(K-5) schools in Springfield, Massachusetts in order to
pilot the study and make any adjustments in the
questionaire. On September 5, 1994, the survey
instruments were sent through inter-office mail to
selected elementary schools (K-5). Each principal was
asked to select a teacher willing to fill out a
questionaire. The teachers and principals were asked to
make any comments regarding the instrument being
completed. There were no significant suggestions
warranting any changes.
Description of the Sample
This study included a population of all teachers and
principals in elementary schools (K-5) within Springfield
School District in Western Massachusetts. All twenty-
seven elementary schools (K-5) were selected for this
study. The principal from each selected school was a
participant along with the selected teacher from each.
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Data Collection
On November 1, 1994, a copy of the survey instrument
and a cover letter was sent to 27 teachers and principals
through inter-office mail. A return envelope with this
researcher's name and school was included.
A copy of the survey instrument is found in Appendix
A. A copy of the correspondence to the subjects is found
in Appendix B. The survey instrument was number and
color coded in order to best handle responses.
Each person responding were given a consent for
voluntary participation sheet, insuring that their names
would not be used and only schools would be mentioned, if
at all.
The first group of the fifty-four questionaires
produced thirty-one responses. Questionaires were
received from eighteen principals and twelve teachers.
On December 1, 1994 a second mailing was made to those
principals and teachers not returning their survey
instrument. This correspondence can be found in Appendix
C.
The second mailing produced twenty-three responses.
There were eight responses from principals and fifteen
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responses from teachers. The total numbers from
principals was twenty-six (96 percent) and the total
numbers from teachers was twenty-seven (100 percent).
Data Analysis
The surveys were sorted into two groups (1)
teachers, and (2) supervisors. The responses from each
group was tablulated and placed into a grid. This
information was processed by the SPSS (Statistical
Package for Social Sciences) version 4.0. The chi-sguare
test for independent samples was also used to determine
if the responses of the two independent groups were
^ i^rii f i cant ly different at the .05 level of probability.
CHAPTER 4
FINDINGS
The following findings are based on the responses
provided by the principals and selected teachers at
twenty-seven (K-5) elementary schools in Springfield,
Massachusetts. The data included teachers' and
principals' perceptions regarding the importance of 24
specific behaviors in the supervision process. Each of
the total twenty—four behaviors were judged by subjects
for its importance and the frequency with which each
behavior existed in the supervisory cycle.
Table 1 presents the findings of the principals'
responses to the importance of behavior and attitude of
the supervisor. Table 2 presents the findings of the
teachers' responses to the importance of behavior and
attitude of the supervisor. Figure 1 presents a
comparison of the findings of the principals' and
teachers ' responses to the importance of behavior and
attitude of the supervisor in graph form.
On item 1, "The supervisor gives appropriate feedback
relating to the classroom behavior of the teacher,"
seventy-two percent of the principals indicated that they
perceived that this behavior was very critical for
effective supervision, while forty-four percent of the
teachers perceived it to be critical. Twenty percent of
Table
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Figure 1 : Responses of Principals and Teachers
Concerning Importance of Behaviors and Attitudes of the Supervisor
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the principals perceived this behavior to be critical
opposed to fifty-two percent of the teachers. The lowest
percentage range was in the less critical area in which
eight percent of the principals indicated their
perceptions to be less critical and even lower were
teachers indicating at four percent. The chi—sguare
value of 5.728 with 2 degrees of freedom has the
probability value of .057. This did not satisfy the .05
level; therefore, the null hypothesis that there would be
no significant difference between the responses of the
two groups is accepted.
On item 2, "The supervisor communicates that he/she
is trying to do something for the teacher rather than to
the teacher," eighty-four percent of the principals
indicated that they perceived the item to be very
critical for effective supervision, while almost fifty-
six percent of the teachers indicated that they perceived
the item to be very critical. Eight percent of the
principals indicated the item to be critical, while
thirty-seven percent indicated the item to be critical.
Eight percent of the principals indicated the item to be
less critical, while seven percent of the teachers
indicated the item to be less critical. The chi-square
value of 6.265 with 2 degrees of freedom has the
probability value of .043. This satisfied the .05 level;
therefore, the null hypothesis that there would be
70
no significant difference between the responses of the
two groups is rejected.
On item 3, "The supervisor understands the teacher's
perceptions of the classroom situation and the conditions
under which the teacher works," almost seventy percent
of the principals indicated that they perceived the item
to be very critical for effective supervision, while a
greater number of teachers (eighty-one percent) indicated
the item to be very critical. One fourth of the
principals indicated the item to be critical, while more
than one-tenth of the teachers indicated the item to be
critical. Twelve percent of the principals indicated the
item to be less critical, while more than seven percent
of the teachers indicated the item to be less critical.
The chi-square with 2 degrees of freedom has the
probability value of .531. This did not satisfy the .05
level; therefore, the null hypothesis that there would be
no significant difference between the responses of the
two groups is accepted.
On item 4, "The supervisor objectively records
actual events during an observation, " there was a great
significance in which seventy-two of the principals
indicated that they perceived that the item was very
critical for effective supervision, while forty-four
percent of the teachers indicated the item to be very
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critical. One fifth of the principals indicated the item
to be critcial, while two-fifths of the teachers
indicated the item to be critical. The least indication
was eight percent of the principals perceiving the item
to be less critical, while eleven percent of the teachers
indicated the item to be less critical. The chi-sguare
value of 4.211 with 2 degrees of freedom has the
probability value of .121. This did not satisfy the .05
level; therefore, the null hypothesis that there would be
no significant difference between the responses of the
two groups is accepted.
On item 5, "The supervisor gives recognition,
credit, and approval for work well done, " eighty—four
percent of the principals indicated that they perceived
the item to be very critical for effective supervision,
while seventy-four percent of the teachers indicated the
item to be very critical. Twelve percent of the
principals indicated the item to be critical, while a
larger percent (twenty-two) of the teachers indicated the
item to be critical. The lowest percentage for both
principals and teachers indicated the item to be less
critical. The chi-square value of .948 with 2 degrees of
freedom has the probability value of .622. This did not
satisfy the .05 level; therefore, the null hypothesis
that there would be no significant difference between the
responses of the two groups is accepted.
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On item 6, "The supervisor establishes with the
teacher the method by which observational data will be
gathered, " sixty percent of the principals indicated that
they perceived the item to be very critical for effective
supervision, while more than forty-two percent of the
teachers indicated the item to be very critical. Twenty-
four percent of the principals indicated the item to be
critical, while fifty-seven percent of the teachers
indicated the item to be critical. Sixteen percent of
the principals indicated the item to be less critical,
while no teachers indicated the item to be less critical.
The chi-square value of 8.456 with 2 degrees of freedom
has the probability value of .014. This satisfied the
.05 level; therefore, the null hypothesis that there
would be no significant difference between the responses
of the two groups is rejected.
On item 7, "The supervisor assists the teacher in
setting goals for improving instruction," sixty-four
percent of the principals indicated that they perceived
the item to be very critical for effective supervision,
while almost fifty-two percent of the teachers indicated
the item to be very critical. There was no significant
difference in the the indicated perceptions for teachers
and principals for the last two categories. The chi-
square value of 1.280 with 2 degrees of freedom has the
probability value of .527. This did not satisfy the
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.05 level; therefore, the null hypothesis that there
would be no significant difference between the responses
of the two groups is accepted.
On item 8, "The supervisor offers help for improving
instruction by suggesting alternative interventions and
teaching styles, eighty-four percent of the principals
indicated that they perceived that the item was very
critical for effective supervision, while less than
forty-five percent of the teachers indicated that the
item was very critical. Twelve percent of the principals
indicated that the item was critical, while a greater
percentage (almost fifty-two percent) indicated the item
to be critical. There was no great difference between
the two groups indicating the item to be less critical.
The chi-square value of 9.509 with 2 degrees of freedom
has the probability value of .008. This satisfied the
.05 level; therefore, the null hypothesis that there
would be no significant difference between the responses
of the two groups is rejected.
On item 9, "The supervisor attempts to establish
rapport with the teacher before making classroom visits,"
sixty-four percent of the principals indicated that they
perceived the item to be very critical for effective
supervision, while more than seventy-seven percent of the
teachers indicated the item to be very critical. There
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was no great difference, in the responses by both groups
in the last two categories. The chi-sguare value of
2.402 with 2 degrees of freedom has the probability
value of .300. This did not satisfy the .05 level;
therefore, the null hypothesis that there would be no
significant difference between the responses of the two
groups is accepted.
On item 10, "The supervisor asks non- judgmental
guestions about the teacher's behavior," forty percent of
the principals and teachers indicated that they perceived
the item to be very critical for effective supervision.
Almost egually principals and teachers (fifty percent)
indicated the item to be critical
. The chi-sguare value
of .123 with 2 degrees of freedom has the probability
value of .940. This did not satisfy the .05 level;
therefore, the null hypothesis that there would be no
significant difference between the responses of the two
groups is accepted.
On item 11, "The supervisor cooperates with the
teacher in identifying areas for instructional
improvement," of the two groups principals responded
greatly (seventy-five percent) indicating that the item
was very critical for effective supervision, while forty-
eight of the teachers indicated very critical. Teachers
responded greater than principals in which forty-one
75
percent of the teachers indicated the item to be critical
and twenty-one of the principals indicated the item to be
critical. Eleven percent of the teachers indicated the
item to be less critical
,
while five percent of the
principals indicated the item to be less critical. The
chi-square value of 3.893 with 2 degrees of freedom has
the probability value of .142. This did not satisfy the
.05 level; therefore, the null hypothesis that there
would be no significant difference between the responses
of the two groups is accepted.
On item 12, "The supervisor identifies strengths of
the teacher and builds on these," both groups
significantly indicated (teachers, seventy-eight percent
and principals, seventy-five percent) that they perceived
the item to be very critical for effective supervision.
An average of twenty-two percent of both groups indicated
the item to be critical. There was no significant
response for teachers or principals indicating the item
to be less critical. The chi-square value of 1.149 with
2 degrees of freedom has the probability value of .562.
This did not satisfy the .05 level; therefore, the null
hypothesis that there would be no significant difference
between the responses of the two groups is accepted.
Table 3 presents the analysis of the responses of
the principals concerning the importance of each behavior
76
or attitude of the teacher. Table 4 presents the
analysis of the responses of the teachers concerning the
importance of each behavior or attitude of the teacher.
Figure 2 presents a comparison of principals' and
teachers' responses concerning the importance of each
behavior or attitude of the teacher in graph form. The
data of each item in the tables will be discussed in the
following paragraphs.
On item 13, ‘The teacher knows the purposes of
supervision, " the greatest significance was in the area
in which the principals and teachers indicated very
critical for effective supervision. Eighty-nine percent
of the teacher indicated very critical, while seventy—six
percent of the principals indicated very critical. The
chi-square value of 2.651 with 2 degrees of freedom has
the probability value of .265. This did not satisfy the
.05 level; therefore, the null hypothesis that there
would be no significant difference between the responses
of the two groups is accepted.
On item 14, "The teacher feels that his/her
integrity is respected by the supervisor," four-fifths of
the principals and teachers indicated that this item was
very critical for effective supervision. No other
significance was indicated. The chi-square value of .495
with 2 degrees of freedom was significant at the .780
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Figure 2: Responses of Principals and Teachers
Concerning Importance of Behaviors and Attitudes of the Teacher
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level. This did not satisfy the .05 level; therefore,
the null hypothesis that there would be no significant
difference between the responses of the two groups is
accepted.
On item 15, "The teacher senses a supportive
relationship between himself and the supervisor," sixty-
eight percent of the principals indicated that the item
was very critical for effective supervision, while sixty-
five percent of the teachers indicated the item to be
very critical. Thirty—five percent of the teachers
indicated the item to be critical, while twenty—four of
the principals indicated the item to be critical.
Teachers did not indicate the item to be less critical,
while eight percent of the principals indicated the item
to be less critical. The chi-sguare value of 2.581 with
2 degrees of freedom has the probability value of .275.
This did not satisfy the .05 level; therefore, the null
hypothesis that there would be no significant difference
between the responses of the two groups is accepted.
On item 16, "The teacher participates in the
analysis of his/her teaching, " sixty-eight percent of the
principals perceived this item to be very critical for
effective supervision, while sixty-three percent of the
teachers indicated this item to be very critical.
Thirty-seven percent of the teachers indicated this item
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to be critical and twenty percent of the principals
indicated this item to be critical. The chi-square value
of 4.596 with 2 degrees of freedom has the probability
value of .100. This did not satisfy the .05 level;
therefore, the null hypothesis that there would be no
significant difference between the responses of the two
groups is accepted.
On item 17, 'The teacher is involved in determining
goals and formulating methods for improving his/her
instruction," seventy-two percent of the principals
perceived that the item to be very critical for effective
supervision, while sixty-seven percent of the teachers
indicated the item to be very critical. Thirty-three
percent of the teachers indicated the item to be
critical, while twenty percent of the principals
indicated the item to be critical. No significance was
found for either groups indicating less critical. The
chi-square value of 3.070 with 2 degrees of freedom has
the probability value of .215. This did not satisfy the
.05 level; therefore, the null hypothesis that there
would be no significant difference between the responses
of the two groups is accepted.
On item 18, "The teacher understands that he/she can
make mistakes without fear of punishment," both groups
perceived that the item was very critical and critical
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for effective supervision. The chi-square value of 6.455
with 2 degrees of freedom has the probability value of
.039. This satisfied the .05 level; there, the null
hypothesis that there would be no significant difference
between the responses of the two groups is rejected.
On item 19, "The teacher understands that
supervision is a cooperative process between the
supervisor and teacher," eighty percent of the principals
perceived that the item indicated to be very critical,
while seventy-four percent of the teachers indicated the
item to be very critical. Twenty-two percent of the
teachers indicated the item to be critical and only
twelve percent of the principals indicated the item to be
critical. The chi-square value of 1.258 with 2 degrees
of freedom has the probability value of .533. This did
not satisfy the .05 level; therefore, the null hypothesis
that there would be no significant difference between the
responses of the two groups is accepted.
On item 20, "The teacher understands the method of
collecting and analyzing data obtained during the
observation, " there was little difference between the
responses of the principals and teachers in all three
categories. The chi-square value of .380 with 2 degrees
of freedom has the probability value of .826. This did
not satisfy the .05 leve; therefore, the null hypothesis
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that there would be no significant difference between the
responses of the two groups is accepted.
On item 21, "The teacher feels free to describe
his/her concerns and problems to the supervisor,"
seventy-six percent of the principals perceived the item
to be very critical, while sixty-seven percent of the
teachers perceived the item to be very critical. Sixteen
percent of the principals perceived the item to be
critical and eight percent perceived the item to be less
critical, while twenty-six percent of the teachers
perceived the item to be critical and seven percent
perceived the item to be less critical. The chi-square
value of .769 with 2 degrees of freedom has the
probability value of .680. This did not satisfy the .05
level; therefore, the null hypothesis that there would be
no significant difference between the responses of the
two groups is accepted.
On item 22, "The teacher feels free to accept or
reject suggestions from the supervisor," forty-one of the
principals perceived the item to be very critical for
effective supervison, forty-six percent perceived the
item to be critical and thirteen percent perceived the
item to be less critical, while sixty-three percent of
the teachers perceived the item to be very critical,
twenty-six percent of the teachers perceived the item to
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be critical, and eleven percent perceived the item to be
less critical. The chi-square value of 2.536 with 2
degrees of freedom has the probability value of .281.
This did not satisfy the .05 level; therefore, the null
hypothesis that there would be no significant difference
between the responses of the two groups is accepted.
On item 23, "The teacher cooperates with the
supervisor in determining the time of the observation
visit and the objectives of the visit," sixty percent of
the principals perceived the item to be very critical for
effective supervision, while seventy-four percent of the
teachers perceived the item to be very critical. Thirty-
six percent of the principals perceived the item to be
critical, and four percent perceived to be less critical,
while fifteen percent of the teachers perceived the item
to be critical and eleven percent perceived the item to
be less critcial. The chi-square value of 3.565 with 2
degrees of freedom has the probability value of .168.
This did not satisfy the .05 level; therefore, the null
hypothesis that there would be no significant difference
between the responses of the two groups is accepted.
On item 24, "The teacher develops initiative and
self-reliance in analyzing his/her instructional
program, " seventy-eight percent of the teachers perceived
the item to be very critical for effective supervision,
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while sixty percent of the principals perceived the item
to be very critical. Thirty-six percent of the
principals perceived the item to be critical, while
twenty-two percent of the teachers perceived this item to
be critical. No responses were indicated for perceptions
of this item for teachers. The chi-square value of 2.526
with 2 degrees of freedom has the probability value of
.282. This did not satisfy the .05 level; therefore, the
null hypothesis that there would be no significant
difference between the responses of the two groups is
accepted
.
Table 5 presents the analysis of the responses of the
principals concerning the frequency of each behavior or
attitude of the supervisor. Table 6 presents the
analysis of the responses of the teachers concerning the
frequency of each behavior or attitude of the supervisor.
Figure 3 presents a comparison of the principals' and
teachers ' responses concerning the frequency of each
behavior or attitude of the supervisor. The following
paragraph discusses these two tables of data.
On item 1, "The supervisor gives appropriate
feedback relating to the classroom behavior of the
teacher, " seventy percent of the principals indicated
that they perceived this behavior occurs frequently in
their schools, while thirty three percent of the teachers
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Figure 3: Responses of Principals and Teachers
Concerning Frequency of Behaviors and Attitudes of the Supervisor
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indicated that they perceived this behavior occurs
frequently in their schools. Twenty-six percent of the
principals indicated that they perceived this behavior
occurs sometimes and four percent perceived this
behvavior occurs seldom or never in their schools.
Almost sixty percent of the teachers indicated that they
perceived that this behavior occurs sometimes and seven
percent indicated that they perceived that this behavior
occurs in their school. The chi-square value of 6.560
with 2 degrees of freedom has the probability value of
.037. This satisfied the .05 level; therefore, the null
hypothesis that there would be no significnat difference
between the responses of the two groups is rejected.
On item 2, "The supervisor communicates that he/she
is trying to do something for the teacher rather than to
the teacher," eighty-three percent of the principals
indicated that they perceived this behavior occurs
frequently in their school, while seventy percent of the
teachers indicated that they perceived this behavior
occurs frequently in their school. Thirteen percent of
the principals indicated that they perceived this
behavior occurs sometimes and four percent indicated it
occurs seldom or never in their schools, while twenty-two
percent of the teachers indicated that they perceived
this behavior occurs sometimes and seven percent
indicated that they perceived this behavior occurs seldom
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or never in their schools. The chi-square value of 1.186
with 2 degrees of freedom has the probability value of
.552. This did not satisfy the. 05 level; therefore, the
null hypothesis that there would be no significant
difference between the responses of the two groups is
accepted.
On item 3, “The supervisor understands the teacher's
perceptions of the classroom situation and the conditions
under which the teacher works," there was no great
difference in the responses from teachers and principals.
The chi-square value of 1.559 with 2 degrees of freedom
has the probability value of .458. This did not satisfy
the .05 level; therefore, the null hypothesis that there
would be no significant difference between the responses
of the two groups is accepted.
On item 4, "The supervisor objectively records
actual events during an observation," seventy-three
percent of the principals indicated that they perceived
this behavior occurs frequently in their school, while
forty-two percent of the teachers indicated that they
perceived this behavior occurs frequently in their
school. Eighteen percent of the principals indicated
that they perceived this behavior occurs sometimes and
nine percent indcated that they perceived this behavior
occurs seldom or never in their school, while forty-two
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percent of the teachers indicated that they perceived
this behavior occurs sometimes and fifteen percent
indicated that they perceived this behaivor occurs seldom
never in their schools. The chi—square value of 4.557
with 2 degrees of freedom has the probability value of
.102. This did not satisfy the .05 level; therefore, the
null hypothesis that there would be no significant
difference between the responses of the two groups is
accepted.
On item 5, "The supervisor gives recognition,
credit, and approval for work well done," seventy percent
of the principals indicated that they perceived this
behavior occurs frequently in their schools, while fifty-
nine percent of the teacher indicated that they perceived
that this behavior occurs frequently in their schools.
There was no difference in the responses from teachers
and principals in the perception that this behavior
occurs sometimes. Four percent of the principals
indicated that they perceived that this behavior occured
seldom or never, while fifteen percent of the teachers
perceived it to occur seldom or never in their schools.
The chi-square value of 1.566 with 2 degrees of freedom
has the probability value of .456. This did not satisfy
the .05 level; therefore, the null hypothesis that there
would be no significant difference between the responses
of the two groups is accepted.
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On item 6, "The supervisor establishes with the
teacher the method by which observational data will be
gathered, " sixty-one percent of the principals indicated
that they perceived that this behavior occurs frequently
in their schools, twenty-two percent perceived that this
behavior occurs sometimes, and seventeen percent
perceived that this behavior occurs seldom or never in
their schools, while fifty—four percent of the teachers
indicated that they perceived that this behavior occurs
frequently in their schools, thirty-nine perceived that
this behavior occurs sometimes, and eight percent
perceived that this bahavior occurs seldom or never in
their schools. The chi-square value of 2.157 with 2
degrees of freedom has the probability value of .339.
This did not satisfy the .05 level; therefore, the null
hypothesis that there would be no significant difference
between the responses of the two groups is accepted.
On item 7, "The supervisor assists the teacher in
setting goals for improving instruction," there was no
great difference in all three categories for teachers and
principals. The chi-square value of 1.719 with 2 degrees
of freedom has the probability value of .423. This did
not satisfy the .05 level; therefore, the null hypothesis
that there would be no significant difference between the
responses of the two groups is accepted.
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On item 8, "The supervisor offers help for improving
instruction by suggesting alternative interventions and
teaching styles," seventy-one percent of the principals
indicated that they perceived that this behavior
freguently occurs in their schools, while thirty—seven
percent of the teachers perceived that this behavior
freguently occurs sometimes in their schools
. Twenty-
five percent of the principals perceived that this
behavior sometimes occurs in their schools, while fifty-
six percent of the teachers indicated that they perceived
this behavior sometimes occurs in their schools. The
chi-square value of 5.849 with 2 degrees of freedom has
the probability value of .053. This satisfied the .05
level; therefore, the null hypothesis that there would be
no significant difference between the responses of the
two groups is rejected.
On item 9, "The supervisor attempts to establish
rapport with the teacher before making classroom visits,"
there was no significant difference in the responses for
teachers and principals for indicating their perceptions
that this behavior frequently occurs in their schools.
Thirty percent of the principals indicated that they
perceived that this behavior sometimes occurs in their
schools, while nineteen percent of the teachers indicated
that they perceived that this behavior sometimes occurs
in their schools. Only four percent of the principals
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indicated that they perceived that this behavior seldom
or never occurs in their schools, while nineteen percent
of the teachers indicated that they perceived that this
behavior seldom or never occurs in their schools. The
chi square value of 2.823 with 2 degrees of freedom has
the probability value of .243. This did not satisfy the
.05 level; therefore, the null hypothesis that there
would be no significant difference between the responses
of the two groups is accepted.
On item 10, "The supervisor asks non- judgmental
questions about the teacher's behavior," twenty-one
percent of the principals indicated that they perceived
that this behavior frequently occurs in their school,
while thirty-seven percent of the teachers perceived that
this behavior frequently occurs in their schools.
Seveny-one percent of the principals indicated that they
perceived that this behavior sometimes occurs and eight
percent indicated that it seldom or never occurs, while
forty-eight percent of the teachers indicated that they
perceived that this behavior sometimes occurs in their
schools, and fifteen percent indicated that it occurs
seldom or never in their schools. The chi-square value
of 2.699 with 2 degrees of freedom has the probability
value of .259. This did not satisfy the .05 level;
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therefore, the null hypothesis that there would be no
significant difference between the responses of the two
groups is accepted.
On item 11, "The supervisor cooperates with the
teacher in identifying areas for instructional
improvement," sixty-three percent of the principals
indicated that they perceived that this behavior
freguently occurs in their schools, while fifty—six
percent of the teachers indicated that it frequently
occurs in their schools. Four percent of the principals
indicated that they perceived that this behavior seldom
or never occurs in their schools, while eleven percent of
the teachers indicated that it seldom or never occurs in
their schools. The chi-square value of .885 with 2
degrees of freedom has the probability value of .642.
This did not satisfy the .05 level; therefore, the null
hypothesis that there would be no significant difference
between the responses of the two groups is accepted.
On item 12, "The supervisor identifies strengths of
the teacher and builds on these," there was no
significant difference between the principals and
teachers in all three categories. The chi-square value
of .080 with 2 degrees of freedom has the probability
value of .960. This did not satisfy the .05 level;
therefore, the null hypothesis that there would be no
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significant difference between the responses of the two
groups is accepted.
Table 7 presents the analysis of the responses of
the principals concerning the frequency of each behavior
or attitude of the teacher. Table 8 presents the anal-
ysis of the responses of the teachers concerning the fre-
quency of each behavior or attitude of the teacher.
Figure 4 presents a comparison of the responses of the
principals and teachers concerning the frequency of each
behavior or attitude of the teacher. The following
paragraphs will discuss the data found in the tables.
On item 13, " The teacher knows the purposes of
supervision, " there was no significant difference between
the responses of the teachers and principals in all three
categories. The chi-square value of .881 with 2 degrees
of freedom has the probability value of .643. This did
not satisfy the .05 level; therefore, the null hypothesis
that there would be no significant difference between the
responses of the two groups is accepted.
On item 14, "The teacher feels that his/her inte-
grity is respected, " eighty-two percent of the principals
indicated that they perceived that this behavior
frequently occurs in their schools, while seventy-four
percent of the teachers indicated that it
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Figure 4: Responses of Principals and Teachers
Concerning Frequency of Behaviors and Attitudes of the Teacher
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frequently occurs in their schools. There was no
significant difference in the responses of the teachers
and principals in the second category. However no
principals indicated that this behavior seldom or never
occurs in their schools, while seven percent of the
teachers indicated that this behavior seldom or never
occurs in their schools. The chi-square value of 1.724
with 2 degrees of freedom has the probability value of
.422. This did not satisfy the .05 level; therefore, the
null hypothesis that there would be no significant
difference between the responses of the two groups is
accepted
.
On item 15, "The teacher senses a supportive
relationship between himself /herself and the supervisor,"
sixty-three percent of the principals indicated that they
perceived that this behavior frequently occurs in their
schools, while eighty percent of the teachers indicated
that it occurs frequently in their schools. Thirty-eight
percent of the principals indicated that they perceived
that this behavior sometimes occurs, while twenty percent
of the teacher indicated that it occurs sometimes in
their schools. There were no responses from principals
or teachers in the last category. The chi-square value
of 1.837 with 2 degrees of freedom has the probability
valu of .175. This did not satisfy the .05 level;
therefore, the null hypothesis that there would be no
107
significant difference between the responses of the two
groups is accepted.
On item 16, "The teacher participates in the
analysis of his/her teaching," fifty-eight percent of the
principals indicated that they perceived that this
behavior frequently occurs in their schools, thirty-eight
percent perceived that it sometimes occurs, and four
percent perceived that it occurs seldom or never in their
schools. Sixty-seven percent of the teachers indicated
that they perceived that this behavior frequently occurs
in their schools, nineteen percent indicated that it
sometimes occurs, and fifteen percent indicated that it
seldom or never occurs in their schools. The chi-square
value of 3.277 with 2 degrees of freedom has the proba-
bility value of .194. This did not satisfy the .05
level; therefore, the null hypothesis that there would be
no significant difference between the responses of the
two groups is accepted.
On item 17, "The teacher is involved in determing
goals and formulating methods for improving his/her
instruction," half of the principals indicated that they
perceived that this behavior frequently occurs in their
schools, while slightly more than half of the teachers
indicated that it frequently occurs in their schools.
There was no significant difference in the responses
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between the teachers and principals in the last two
categories. The chi-square value of 1.253 with 2 degrees
of freedom has the probability value of .533. This did
not satisfy the .05 level; therefore, the null hypothesis
that there would be no significant difference between the
responses of the two groups is accepted.
On item 18, "The teacher understands that he/she can
make mistakes without fear of punishment," sixty-one
percent of the principals indicated that they perceived
that this behavior frequently occurs in their schools,
while seventy-eight percent of the teachers indicated
that they perceived this behavior frequently occurs in
their schools. Thirty percent of the principals
indicated that this behavior sometimes occurs in their
schools, while nineteen percent of the teachers indicated
that it sometimes occurs in their schools. Nine percent
of the principals indicated that they perceived that this
behavior seldom or never occurs in their schools, while
four percent of the teachers indicated that it occurs
seldom or never in their schools. The chi-square value
of 1.757 with 2 degrees of freedom has the probabiality
value of .415. This did not satisfy the .05 level;
therefore, the null hypothesis that there would be no
significant difference between the responses of the two
groups is accepted.
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On item 19, "The teacher understands that super-
vision is a cooperative process between the supervisor
and teacher," there was no significant difference in the
first two categories between the two groups. However no
principals responded to the last category, seven percent
of the teachers indicated that they perceived this
behavior seldom or never occurs in their schools. The
chi-square value of 2.018 with 2 degrees of freedom has
the probability value of .364. This did not satisfy the
.05 level; therefore, the null hypothesis that there
would ke no significant difference between the responses
of the two groups is accepted.
On item 20, "The teacher understands the method of
collecting and analyzing data obtained during the
observation," there was no significant difference in all
categories by both teachers and principals. The chi-
square value of .494 with 2 degrees of freedom has the
probability value of .780. This did not satisfy the .05
level; therefore, the null hypothesis that there would be
no significant difference between the responses of the
two groups is accepted.
On item 21, "The teacher feels free to describe
his/her concerns and problems to the supervisor," forty-
eight percent of the principals indicated that they
perceived that this behavior frequently occurs in their
110
schools
, forty-four perceived that this behavior
sometimes occurs, and nine percent perceived that this
behavior seldom or never occurs in their schools.
Seventy-seven percent of the teachers indicated that they
perceived that this behavior frequently occurs in their
schools, nineteen percent perceived that it sometimes
occurs, and four percent perceived that this behavior
sometimes or never occurs in their schools. The chi-
square value of 4.445 with 2 degrees of freedom has the
probability value of .108. This did not satisfy the .05
level; therefore, the null hypothesis that there would be
no significant difference between the responses of the
two groups is accepted.
On item 22, "The teacher feels free to accept or
reject suggestions from the supervisor," thirty percent
of the principals indicated that they perceived that this
behavior frequently occurs in their schools, while forty-
four percent of the teachers indicated that it frequently
occurs in their schools. Fifty-two percent of the
principals indicated that they perceived that this
behavior sometimes occurs in their schools, while thirty-
seven percent of the teachers indicated that it sometimes
occurs in their schools. There was no significant
difference in the last category between the two groups.
The chi-square value of 1.297 with 2 degrees of freedom
has the probability value of .522. This did not satisfy
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the .05 level; therefore, the null hypothesis that there
would be no significant difference between the responses
of the two groups is accepted.
On item 23, "The teacher cooperate with the
supervisor in determining the time of the observation
visit and the objectives of the visit," seventy-five
percent of the principals indicated that they perceived
this behavior frequently occurs in their schools, twenty
five percent perceived that this behavior sometimes
occurs in their schools, and no principals responded in
the last category. Sixty-three percent of the teachers
indicated that they perceived that this behavior
frequently occurs in their schools, twenty-six percent
indicated that they perceived this behavior sometimes
occurs in their schools, and eleven percent indicated
that it seldom or never occurs in their schools. The
chi-square value of 2.939 with 2 degrees of freedom has
the probability value of .230. This did not satisfy the
.05 level; therefore, the null hypothesis that there
would be no significant difference between the responses
of the two groups is accepted.
On item 24, "The teacher develops initiative and
self-reliance in analyzing his/her instructional
program, " forty-two percent of the principals indicated
that they perceived that this behavior frequently occurs
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in their schools, fifty-four percent indicated that it
sometimes occurs, and four percent indicated that it
seldom or never occurs in their schools. Sixty-five
percent of the teachers indicated that they perceived
that this behavior frequently occurs in their schools,
twenty-seven percent indicated that it sometimes occurs,
and eight percent indicated that it seldom or never
occurs in their schools. The chi-square value of 3.874
with 2 degrees of freedom has the probability value of
.144. This did not satisfy the .05 level; therfore, the
null hypothesis that there would be no significant
difference between the responses of the two groups is
accepted
.
CHAPTER 5
CONCLUSIONS AND RECOMMENDATIONS
This chapter is divided into two sections. The
first section will give conclusions to the survey. The
second section will give recommendations related to the
study site and to the general field of supervision.
Conclusions
There are three areas of interpretation of data from
this study. One will be the overall picture seen from
the total responses of the principals and teachers in all
of the items in this survey. Secondly an interpretation
will be made regarding individual items in the survey
that had a significant difference of fifteen percent or
more between the principal and teacher responses. Lastly
a comparision of this study and Chunn ' s study (1985) made
in Mississippi will be given.
Overall the principals in this study indicated a
perception that the teacher is not an integrated part of
the supervisory cycle. Principals also perceived that
they are supervising well and are suppported by the
teachers . Items, concerning the behaviors of the
supervisor, were strongly perceived by principals as
behaviors and attitudes that were "very
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critical" to effective supervision and that those
behaviors and attitudes occurred "frequently" in their
schools. The principals give an indication that there
are no problems in any of the areas that they responded
in the survey.
The teachers on the other hand want to be a more
active participant of supervision, but gave an indication
that they were satisfied with the supervision given and
were satisfied with their supervisor. The teachers
responded either favorably for the principal or responded
with a middle of the road response. When asked about
whether the principal offered help for improving
instruction fifty-six percent of the teachers responded
that it did occur "sometimes" in their schools. Also
when asked about whether the principal gave appropriate
feedback almost sixty percent of the teachers indicated
that it occurred "sometimes" in their schools. Only
these two items, in which teachers responded, was there
an indication that the principal was not doing the best
for the teacher.
Items, concerning the behaviors of the teacher, were
strongly perceived by the teachers as being "very
critical" in effective supervision and that they ocurred
"frequently in their schools. The latter conclusion
concurs with both principals and teachers in this study.
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In items 1 12 principals perceived those behaviors
and attitudes to be "less critical" and responded
significantly higher in the twelve behaviors than aid
teachers
.
In items 13-24 relating to behaviors and attitudes
of the teacher in effective supervision; there was no
significant difference between the teachers and
principals responding very critical. The indicated
perception for these behaviors and attitudes was "very
critical" in the supervisory cycle among the two groups.
In items 1-12 relating to the freguency that these
behaviors and attitudes of the supervisor occurred in
their schools; teachers significantly responded greater
indicating that they " freguently " occurred in their
schools. A greater number of responses from principals
indicated that they occurred "sometimes" in their
schools
.
Items 13-24 relate to the frequency that these
behaviors and attitudes of the teacher occurred in their
schools; teachers responded greater, but not signi-
ficantly, that they occurred "frequently" in their
schools. Principals responded greater, but not
significantly, that these behaviors and attitudes
occurred "sometimes" in their schools.
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There were significant differences in responses for
individual items pertaining to behaviors and attitudes of
the supervisor. In item one principals significantly-
perceived that "the supervisor gives appropriate
feedback" as being "very critical" in effective
supervision, principals also perceived that this behavior
occurred "frequently" in their schools, while teachers
strongly perceived it to occur only "sometimes".
Item two was significant in that principals strongly
perceived that "the supervisor communicates that he/she
is doing something for
. not to the teacher", even though
teachers also strongly perceived that it occurred
"frequently" in their schools.
Item four showed a significant difference where
principals showed great importance that "the supervisor
objectively records events during observation", while
teachers were divided as to its importance as being "very
critical or critical". Principals again showed a greater
perception that this behavior occurred "frequently" in
their schools, while teachers were divided in whether it
occurred "frequently or sometimes".
In item eight there was a significant difference in
which the principals perceived that "the supervisor
offers help for improving instruction" was "very criti-
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cal in effective supervision and occurred "frequently"
in their schools, while teachers were divided in whether
this item was "very critical or critical".
Items 13-24 pertained to behaviors and attitudes of
teachers in effective supervision. Both groups responded
to each item with no significant difference. Exceptions
of individual items are highlighted in the following
sections
.
In item fifteen "the teacher senses a supportive
relationship between himself /herself and the supervisor",
there was a signifcant difference in which the teachers
responded greater that this behavior occurred "fre-
quently" in their schools.
In item eighteen "the teacher understands he/she can
make mistakes without fear of punishment" was responded
by more teachers as being "very critical" and that it
occurred "frequently" in their schools.
In item twenty-one "the teacher feels free to
describe his/her concerns" there is a significant
difference in which teachers perceived that this behavior
occurred more "frequently" in their schools, while
principals were divided in their perception that it
occurred "frequently or sometimes" in their schools.
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In item twenty-two "the teacher is free to accept or
reject suggestions", there was a significant difference
in which the teachers perceived this behavior to be "very
critical " in effective supervision.
In item twenty—four "the teacher develops initiative
and self-reliance in analyzing his/her instruction" the
teachers perceived that this behavior occurred more
frequently in their schools than principals perceived
that it occurred in their schools.
Summary
According to the review of the literature, completed
in this study, teachers and supervisors have had con-
flicts in the supervisory cycle. There is concern that
supervisors are too authoritarian and do not give
teachers a chance to participate fairly. Teachers have
shown an attitude of agressiveness towards the supervisor
through the teachers union and the supervisors have
reacted with behaviors and attitudes of their own; very
much the "cold war" that Blumberg (1974) describes of the
two groups
.
In this study teachers and supervisors (principals)
are in agreement that the behaviors and attitudes listed
in the survey are important and necessary for effective
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supervision. Both groups also indicated greatly that
these behaviors and attitudes did occur in their schools
whether it occured sometimes or frequently.
The responses in this study do not truly reflect
what is said in the review of the literature. This study
indicates that teachers and principals are getting along
and have a good relationship during the supervisory
cycle. I felt that the this survey was limited by the
number of teachers responding for each school. One
teacher being given a survey by the principal could have
contributed to the teacher feeling that his/her identity
was not fully protected and that any answers given would
be reviewed by the principal. This could have been the
reason for such a favorable response towards the
principal in the teachers' answers in the study.
A comparison with Chunn ' s study (1985) made in
Mississippi, in which 100 teachers and principals were
surveyed in the state of Mississippi, showed similar
responses as those of teachers and principals in
Springfield, Massachusetts. Teachers and principals in
Mississippi also agreed with the behaviors and attitudes,
listed in this survey, as being important and necessary
in effective supervision. Both groups also indicated
greatly that these behaviors and attitudes occurred in
their schools sometimes and frequently. There was also
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an indication that when the behaviors pertained to
principals or supervisors the principals responded
greater in that these behaviors and attitudes were very
important and that they did occur in their schools.
Whereas when the behaviors and attitudes pertained to
teachers; the teachers responded greater than principals
indicated that these behaviors and attitudes were
very important in effective supervision and that they did
occur in their schools.
This study gave only an indication of one teacher's
perceptions of the behaviors and attitudes of the
principals and the supervisory cycle at his/her school.
One teacher's perception of the principal and his/her
supervisory practices do not reflect what the rest of the
teachers are feeling in their school. Including more
teachers in the survey from each school would give a
broader view of the perceptions of that particular
school. The responses could then be presented in general
terms and not necessarily target any one principal or any
one particular school.
Recommendations
The following recommendations are based on the
findings of this study and the conclusions reported.
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1. There should be more extensive studies in
individual school districts in Massachusetts in order to
see if there is a significant difference in the behaviors
and attitudes in effective supervision. This study-
should be developed more extensively so that behaviors
and attitudes of effective supervision can be studied in
Massachusetts
.
2. There are presently few studies showing what are
the behaviors and attitudes of teachers and supervisors
in effective supervision. Other studies should be done
throughout the United States to have a broader view of
the behaviors and attitudes in supervison.
3. Springfield Massachusetts schools should
redevelop its teacher evaluation form to coincide with
the process of "clinical supervision", which is presently
partially being implemented. The process of Clinical
Supervision has brought the teachers and principals in a
cooperative style which needs to be recorded on a form
which includes the discussions in the pre-conferences,
post-conferences and observations made.
4. Training should be given to teachers and
principals/vice principals in the use of clinical
supervision as a cooperative venture during which a form
could be developed during a workshop session.
122
5. Further research regarding the differences in
perceptions of the behaviors and attitudes needs to be
conducted. Answers as to why there are differences and
how these differences can be brought closer together also
needs investigation.
6. This study should be given again in Springfield,
but should sample more teachers at each elementary
school. This would give a greater indication of the
perceptions of the teachers towards effective supervision
and the principals providing supervision.
APPENDIX A
SURVEY INSTRUMENT
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Survey of Attitudes and Behaviors
in the Supervisory cycle
Experts in the field of supervision of instruction
have identified specific phases of the supervisory cycle.
These phases are the planning conference, in which the
teacher and supervisor plan the supervisor's visit to the
classroom; the observation visit, during which the
supervisor collects data; and the feedback conference, in
which the teacher and supervisor analyze the data
collected during the observation and make plans for
improvement of instruction.
This questionnaire presents two groups of statements
describing behaviors and attitudes associated with this
approach. The first group contains statements about the
behaviors and attitudes of the supervisor. The second
group contains statements about the behaviors and
attitudes of the teacher.
Please indicate the degree to which you believe that
each behavior is important in instructional supervision
by circling a number in the first column. Then please
indicate in the second column the frequency with which
each is now present in your school.
Importance Frequency
1. Very Critical 1 . Frequently
2 . Critical 2. Sometimes
3 . Less Critical 3. Seldom or Never
Importance
In an effective supervisory
cycle the supervisor:
1
.
Gives appropriate feedback 123
relating to the classroom
behavior of the teacher
2.
Communicates that he/she 123
is trying to do something
for the teacher rather than
to the teacher
3.
Understands the teacher's 1 2
perceptions for the classroom
situation and the conditions
under which the teacher works
Frequency
12 3
12 3
12 3
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Importance
4. Objectively records actual 123
events during an observation
5. Gives recognition, credit,
and approval for work well
done
6. Establishes with the
teacher the method by
which observational data
will be gathered
7. Assists the teacher in
setting goals for
improving instruction
8. Offers help for improving
instruction by suggesting
alternative interventions
and teaching styles
9. Attempts to establish
rapport with the teacher
before making classroom visits
10. Asks non- judgmental 123
questions about the teachers 's
behavior (e.g., why the teacher
did what he/she did)
11. Cooperates with the teacher 123
in identifying areas for
instructional improvement
12. Identifies strengths of the 123
teacher and builds on these
12 3
12 3
12 3
12 3
12 3
Frequency
12 3
12 3
12 3
12 3
12 3
12 3
12 3
12 3
1 2 3
In an effective supervisory cycle the
teacher:
13. Knows the purposes of 123 123
evaluation
14. Feels that his/her inte- 123 123
grity is respected by the supervisor
15. Sense a supportive rela- 123 123
tionship between himself and
the supervisor
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16
17
18
19
20
21
22
23
Participates in the anal-
ysis of his/her teaching
Importance12 3 Frequency12 3
Is involved in determining 123
goals and formulating methods
for improving his/her instruction
Understands that he/she 123
can makemistakes without fear
of punishment
Understands that super 123
vision is a cooperative
process between the supervisor and teacher
Understands the method of 123
collecting and analyzing data
obtained during the observation
Feels free to describe 123
his/her concerns and problems
to the supervisor
Feels free to accept or 123
reject suggestions from the supervisor
Cooperates with the super- 123
visor in determining the time of the
observation visit and the objec-
tives of the visit
24. Develops initiative and 1
reliance in analyzing his/her
instructional program
APPENDIX B
COVER LETTERS
Francisco Anello
10 Flathills Rd.
Amherst, Ma 01002
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November 1, 1994
Dear Teacher/Administrator
:
I am a teacher at Brightwood Elementary School and am
enrolled in a doctoral program at the University of
Massachusetts, Amherst. As a part of my program I am
conducting a study of the attitudes and behaviors which
teachers and supervisors in public elementary schools in
Massachusetts perceive to be important in effective
instructional supervision.
Our superintendent has given permission for me to select
principals and teachers in this district to participate
in my survey. Dr. Howell, head of research for
Springfield schools, has reviewed this guestionaire and
has agreed to its contents.
Your response is vital to this study.
The attached questionnaire has been designed to take only
a few minutes of your time. Individual responses will
remain confidential, and only group data will be
reported.
Please make any comments which you feel will be of help
to me in this research. Your cooperation and prompt
response are greatly appreciated.
Sincerely,
Francisco Anello
Francisco Anello
10 Flathills Road
Amherst, MA 01002
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December 1, 1994
Dear Teacher/Administrator
:
On November 1, I mailed you a questionnaire and requested
that you participate in a study of the behaviors and
attitudes of teachers and supervisors in an effective
supervisory cycle. Because success of this study is
based upon the responses o fall randomly selected
participants, your response is vital to the study.
According to my records, I have not received your
response. Perhaps it was not received or was misplaced.
I am enclosing another questionnaire, as well as a self-
addressed, stamped envelope. I would very much
appreciate your taking a few minutes to complete the
questionnaire. Your reply will facilitate my efforts to
complete the study and will be greatly appreciated.
Sincerely,
Francisco Anello
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